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PREFACE

* The materials in this publidation tell about 'Project Priority and 'Project
Priority Occupational: Emphasis', involving two years of exciting activities
during 1974-76 at the Two-Year College Development Center. Prior to the

- begirming of the project, staff members at the Center decided to find out all
they could about cognitive style, about what researchers across the country

- have learned as to its nature and potential usefulness, and then to enlist
the cooperation of New York commmity colleges for applied studies dealing
with cognitive style. v .

We felt that this university-base and field-oriented Center, with its mission to
provide staff development help to two-year college persommel could make an

- important contribution in this area for our cammmity colleges. Fortunately,
the Bureau of Two-Year College Programs of the New York State Education Department
agreed strong.y with this judgemert after reviewing grant proposals for both

. years, and provided support through ESEA and VEA funds.

These reports illustrate the 'fruits" of this major staff development effor:.
When Project Priority began, the participating counselors and faculty had little
knowledge of what cognitive style was and even less idea as to its applicability
to the commumity college. The first year of the project was designed and
presented with the intent that the applicability of this concept would be
éxplored in the commmity college. The 23 participating teams designed their
own projects to assess for themselves: whether such a project was both
practical and valuable. The reports presented here represent the extensive
efforts of those individuals and colleges who saw exciting implications for
this concept and were willing to invest time and efforts toward the utilization
of cognitive style for the improvement of instruction. While all the questions
‘regarding the use of cognitive style are far from answered these reports do
‘suggest important trends and directions. They also illustrate the impact of
staff development on a group of colleges. A critical component of the success
of the project is, of course, the excellent work and effort carried out by
busy faculty members and counselors in these two-year colleges.

- William A. Robbins
Director -
Two-Year lollege Development Center
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Chapter I
Introduction

The reports presented here were prepared by two-year college faculty and
counselors who participated in a two year Cognitive Style project designed and
sponsored by the Two-Year Ccllege D:evelopment Center. This project became known
as Project Priority. When participants began with the project in the fall of 1974
they had little or no idea what cognitive style was or what implications it might
have for the two-year college student. In Jamuary of 1976 & group of them met to
review what had been learned in‘the first year and to suggest the focus the prcject
should take. .Out of that meeting came a list of C/u,t{_cal, Juestions regécrd'irg the
implications of cognitive style. Although the original list was over thirty, four
were identified as having the most potential 1mpact These questions andthe :
participants' attempts to find some of the amnswers form the basis of this report.

No one involved in the project claims that the answers have been found. In -
some cases more quest_'_v;&g than answers have been generated. However, the individuals
imvolved have learned a great deal about the use of cognitive style information and
the process of attempting to systematically study that use. It is hoped that these
learnings will be helpful to others interested in cognitive style. It is also hoped
that whatever the statistics show, faculty and students have benefited from these
 efforts.

Several clarificaticns. are in order regarding these trojeets. None of the
participants regard themselves as xesearchers-‘, yet all were involved in research.

It is possible that the lack of results in some cases is reflective of desi@ prob-
lems. It is also possible that the small mmber of students involved in some studies - |
severly limit the findings. In all cases the results are regarded as tenative.

There value lies, not in what they show but in the :unpllcatlons they suggest it :

should also be noted that partlclpants operated under other constraints. In most

5



2

cases the time available from desién to"finé.l ‘report was approximately two and a
- half months. All work was done in addition to full ‘teaching or counseling respon-
sibilities. “All costs, although generally limited, were borne by the college not
the project. Some projectswere completed by teams, others by individuals.
For those unfamiliar with either cognitive style or Project Priority a brief
intraduction to both is provided: | |

Cognitive Styie

Cognitive scyles reflect individual differences in information processing.

According to Messick (7C), -they are '"unconscious habits that represent an individual's

typical modes of perceiving, thinking, remembering, and problem solving." They are
typical ways of processing information, regardless of whether that information has
‘its‘ primary sources in the world outside or within the individual. As Witkin (74)
| no'i:eé, the term cognitive can be misleading since they are manifestations in‘the
cogritive domain of still broader dimensions of functioning that cut across other
psychological domains, including personality and social behavior. Ausubel (68)
sees them as both individual differences in cognitive organization smd various self-
consistent personal tendencies that are not reflective of luman cognitive functioning
in general. Witkin makes the point that they are actually broad personal styles
of information processing. |

Although the exact wording of definitions of cognitive style may vary among
researchers, all definitions stress individual differénces in information processing.
Certain other characteristics of style are generally agreed on by researchers in
the field. An individual®s style, for example, generally tends to stabilize in early
adolescence. Thus cognitive styles are generally regarded as ''stable, relatively
enduring self-consistencies in the mammer or form of cognition' (Messick 70). However,
not everyone has a dominant cognitive style on all dimensions of style. Since styles

are bi-polar in nature, the individual who has a partiéular‘ stﬁe on any dimension
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Will fall at ome end or the other of the contimmm. Cognitive styles are, as is
reflééted in Messick's definition, genérally regarded as meuns.cfioz.ls habits .. Théy

are spontaneous; unplarmed responses to a given 'sitﬁation.' As such, they should be
distinguished fran s‘trategies which are conscious, plarmed responses, responses
that an individual has learned to use in a particular situation. It 1s when an
individual is confronted with a new or amblgtmus situation that his style wiil tend

to dominate. It is also important to note that styles, unlike many cognitive and
personality factors can' be assesseq, by non-verbal, perceptusl means. |

Witkin, Messick and Kogan all stress the importance of distinguishing cognitive

bstyles from abilities. Kogan (71) notes a difference in erphasis between the two.
"Abilities concern level of skill - the more and less of performance - ‘where;s
cogaitﬁive styles give greater weight to the mamer and form of cognition." ‘

Wltkln (75) states simply that style '"appears to be more related to the "how' than

tc the 'how much' of cognitive ﬁmcticming;'. |

Different g:ognitive styles have developed both from psychological research

and from practitioners interested in individual differences. A variety of cognitive
styles tave been identified in the psychological literature. Messick (70) lists

and describes nine cognitive styles which have been the object 'of systematic
theoretical and empirical examination. These nine appear to be the most solidly
established in psychological research. In addition to the nine identified by

Messick, Kogan (71) has researched a dimension known as risk-taking vs. caustiousness.
| ""The dimension refers to individual diffa‘énces in choice of 'high payoff-low
probability' options.” Although each of these dimensions were identified and
researched by different researchers, they share certain coammon characteristics. All
dimensions originated through psychological research. They are all bi-polar in nature,

and each bi-polar dimension represents individual differences in information processing
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_ habits or modes. Not all individuals have a particular style on each of these
style dimensions. However, those who do have a dam'_nant‘r style, who fall at one
end or the other of the contimmm of a partlwla:r dimension, will process information
differently from someone at the other end of the contimmm. These styles tend to |
be stable over time and the ''value" of having any particular style is dependent
upon the situation. | o |

McKenney and assbciates atthe Harvard Graduate School of Business ‘dew}eloped a
model of cognitive style which has its origins in the works of Brummer and Witkin.
‘ The basic premise of the model is that the world imposes high quantities of data |
on the individual and that in response, the individual selects and uses only part
of that data as "informatio::x" (Nelson 74). Rather than being bi-polar, this model
includes two dimensions affecting different vaspects of information proc':es‘s,’mg: |
vinformation gacthering and information evaluation. The information gathering aspéct
is the perceptual pro.cess by which the mind organizes and codes the wide va:riety of
visual and auditory stimuli it encountei's. Individuals may be either perceptive or
rgceﬁtix_re inthis process. The information evaluation dimension relates to problem
sdlving and reflects differences between a systematic and an intuitive apj:roach.‘
Those who have a daminant style on this model are saidv to lhave information processing
.space which delineates the extent to which they tend to use each of the four modes.
Initial research with this model was with business school students.

The cognitéi.ve styles used in ass'essing the Critical Questions wexe field
dq’?@dence-independence, reflective-impulsive, and the McKermey model_.
Project Priority '

In July of 1974 the Two-Year College Develogrerﬁ: Center began a project té

provide cognitive style information to faculty, counselors and administrators in
two year colleges in New York. The prmlary objective of that project was to explore

the applicability of such information to two year college programming.
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|
The first year of the proj‘ect was funded undec Title ITI. Twenty-one Ewo-year
- colleges, public and private, including camunlty colleges, Agricultural & Techmical ..
- Collegpes and Educational Opportunity Centers participated in the project, as did a
staff team from the Chancellor's office of the Virginia Comumity College System.
The objective of the first year of the project was to provide 'i:ognitive style
information and to evaluate the applicability of that information for two-year

colleges.

« - -The project included fo1.;r sequences. The first sequence imvolved Center staff
‘in identifying information and persomnel who could contribute to the project. In
coordination with the project®s continuing consulta;it, K. Patricia Cross, a seminar
~was held to discuss cu‘rrent research on cognitive style and its implications for
ccmmmity cclleges. Attending this seminar besides progect staff, were leading
‘researchers in cognitive style.

Information from the seminar was providedto project participants and used as a
basis for the second phase of the project, a New York colloquium. The colloquium
-was designed to introduce cognitive style to 1eadérs in New York State i:wo-year
colleges and related agéncies Colloquium partiCipants developed a list of concerns
and reconmendations for New York Stste two-year colleges based on an analysis of
information obtained at the seminar.

The third and major sequence of the project included four workshOPSfor project
team members from the twenty-one participating colleges. The first workshop,
Recognition, was designed to introduce the concept and to consider the possn_ble
implications of cognitive styles for the commmity coliege. The second workshop,
Assessment, provided participants with the opportunity to use a variety of tests,

and introduced other assessment methods. Implementation, the third in the series

focused on the variety of ways cognitive style information might be used on campus
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_1‘ and provided a '""learning lab" of .cogni-tive style materials. The final workshop,

“; Evaluation, was- designed to assist college teams in plamming a project for their
czmpus Through these campus projects participants were able to use the information
: and materials preseﬁﬁed at the workshop to explore the applicability of this information -
for their own campuses. o :
 Carmpus projects were generally of two types: testing students to determine
cognltlve style information or plamming faculty workshops to introduce this infor-
gfﬁ-a.tiorfto others at the college. ‘Results of these projects were reported imthe final
Hsequence of the project, the suxmary activity.” In addition to presenting the results
'bf their projects, participants discussed the directions they felt worked with cognitive  ~
‘style should take in the future and the support they felt was necessaryl to contime |
‘.their projects.

For 1975-76 project staff designed a grant proposal for VEA funding which would
“:invrcl)lve other college persommel and assist college teams in aﬁi)lying this information
to vocational programs on their campuses. Although funding was not available until
the seeond semester, eleven of the original twenty-oné colleges were able to continue"
with the project. The objectives for Project Priority: Occupational Emphasis were: 4

1. To strengthen cognitive style knowledge and application information of
participants. ,

2. To focus the application of cognitive style information to specific occupational
instruction and counseling needs of participating colleges.

3. To summarize current information on cognitive style application procedures as
related to occupational counseling and instructional programs in the commmity
collega." '

4. To develop and disseminate materials which will assist in the implementation
of cognitive style information in the commmity.college.

Working with the project staff:on the 1976 project were team leaders and members
from the first year of the project serving as consultants for college teams. These
Campus consultants with the project staff identified four questions regarding the »
applicatidn of cognitive style information which they felt were crucial to the two-

10




yea.r ~ollege. | ‘
.. 1. Does a program in cognitive style information for students improve learming
performance? . '

2. Is there a rel,,étionéhipbetween students' cognitive styies and their performance
on written agsigrments? ‘

3. 1Is there an inverse relationship between mismatching of cognitive style and
rerformance in occupational curriculums?

4. TIs cognitive style a determinant in the type of materials students select in
a learning laboratory? :

The first activity of the project, the workshop, was designed to focus on these
questions through the presentation of case studies in these four areas. The case
v:_stv;udies were designed by the campus consultants and with necessary modifications could

| ‘be used in a variety of program areas. Workshop participants were encouraged to

adopt one of the cases for their campus or to develop one of their own. Assistance
in i:nplé*inenting a ''case" will be provided to each college during the»icansultant
visitation phase of the project. The results of all case studies were reported te | _

v‘ the Center so that all available information could be sumarized and made available
to all participating colleges.

The final activity of the project was a three day Summary Activity, designed to.

- share information, conclusions and recommendations lregardjng the use of cognitive
style information in the two-year college.

This report is organized around the Critical Questions Chapters II - V conta:.n
the reports on projects designed to investigate the four questions identified in
| Jammary. Chapter VI contains the results of additionél questions-identified by
participants and staff. In each of these chapters the participants repofts are included
as submitted to the Center. In some cases attached test data has beenbmitt\ed
particularly where it was lengthy or when it contained student names. Chaptér Vi,
prepared by project staff, reports the procedures and tests used in the study. The
final chapter, prepared by Karen Nelson, prdvides both . summary and. suggestiohs for .

further work.
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Chapter II

IS COGNITIVE STYLE A DETERMINANT IN THE TYPE’ OF MATERTALS -STUDENTS SELECT?

The projects reported in thlS chapter reflect faculty s concern WJ.th

‘J.dentlfymg the best resources and J.nstructlonal optlons for then.r students
It was hypothesized in each study that the students cogm.tlve style would influence ‘;'-:
~ the type of materials selected. If this were to prove true faculty would be able
to utilize cognitive styles in assisting students in selectingrvmaterials'. They
~ would aiso know somethlng about the types of materials selected by students of
i‘ dlfferent styles. This type of mformatlon would be extrc—mely valuable in the assessment
of current options available to students. It would also be helpful in the des:.gn .
and development of new instructional materlals '

~ The three projects design_ed to focus on this question were conducted by team
members at CobleskilliAgricultural\& ‘Technical College. Each worked with students |
m \a‘ different subject; accounting, English and hiology' Each focused 'thei'r. study ]
somewhat dJ_fferently Ron Hileman tested for field dependence—mdependence and
asked students their preferred way of 1eam:mg new material. Morgan Desmond,
workmg with students in a compos:.tlon course organized accord.'Lng to Keller prn.nc:.ples -
tested for field dependence-independence and .,ystematlc-mttntlve -In this study a
students kept a log of the materials used and their styles were compared with the
learning modes employed. In Chuck Merrill's project, students enrolled in a multi-
media audio-—tutorial biology" course. Students were identified as either showing un-
satisfactory Progress on completing early cognitive style test tesults on f1e1d
dependence-independence and the McKenney model were used as one determinate in the |

development of a 1earmng prescription for students who needed a change.

12




Cobleskill Agricultural & Technic&l College ’

Ron Hileman

- FINAL REPORT OF THE CASE STUDY

- Section I

;fogothesis

(hHIi: A student's cognitive style will determine the type of material he chooses .
‘ to use in learning if he is given freedom of choice.

fHZ; A student who is predominantly field-independent will sample significantly
fewer learning optionsthan one who is predominantly fie1d~dependent.

;ggestions

;Ql: ;Which methods of instruction were chosen by“ield-dependent students°

LQZ:; Which methods of instruction were chosen by field independent students°

;Q3i 'How many methods were chosen by students who were predominantly field—dependent?'ghf
,Qd; »How many methods were chosen by students who were predominantly field independent’é;

vQJ: How many students who are predominantly field-dependent met with their in-
} ,structor’ ‘ ‘ ‘ ‘

Qé: How many students who are predominantly field-independent met with their
.y .instructor?

13
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Section II

* Population

. 'The population for this study consisted of 32 Principles of Accounting II students
‘at Cobleskill Agricultaral and Technical College. All of the students were major-
-ing in business. There were twelve business administration majors, six data pro-
‘" cessing, thirteen accounting, and one secretarial science major. All except the
. secretarial science student were freshmen. )

,,,,,,,

;,Procedures ‘
Each student was given the Group Embedded Figures Test (GEFT) in order to measure
' their degree of Field Independence. Also, each was given a preference question-.
naire whichwas designed to identify their preferred way of learning new material.
. The questionnaire wasa forced choice instrument that dealt with four ways of
learning new material: textbooks, sound filmstrips, their instructor, and stu-
~dent tutors. (See Appendix A.)

~To start the case study, each student was given an assignment sheet for a new
‘topic in Principles of Accounting II. The topic chosen for the case study was
Cost Accumulation Systems. The assignment sheet also listed alternate resources
~available for learning the material, completing the assignments, and meeting the
objectives for the topic. All requirements for class attendance were removed
and the student was told he was completely free to choose whichever resources

he desired to.learn the material from and meet the objectives. They were told
.they would be tested on the topic at the end of a ten-day period. Following

the test on the topic, each student was asked to fill in a reaction form. The
form was designed to find out which resources each student used, which one was
their primary resource, and what was their general opinion of the case study.

‘For‘purposes of analyzing the data, students were grouped according to their scores
-on the GEFT. Those with high scores (13-18) formed one group and were designated
_predominantly field-independent. .Those with low scores (0-6) formed a second
group and were designated predominantly field-dependent. The middle group, with
scores from 7-12, were not used in the analysis for testing the hypothesis. The -
-middle group was included in tie descriptive statistics.

Limiting Factors

Because some of the learning resourceés (options) used in this case study had
never been used by some of the students; it is possible that they did not view

‘these options as viable choices.

It is also possible that some of the students did not really understand the in-
tent of the case study. The fact that, for the duration of the case study, the
‘teachrt did not meet with them in the classroom was interpreted by some as an
igdication‘that‘the teacher did not want to see them. .

Both of these factors probably caused a bias in the data collected.

14
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Section III

| Results of Data

TABLE I

. This table shows a breakdown of the population by major, sex, and scores on the
 GEFT. , - :

GEFT | MAJOR-SEX |
BA DP SS- A S 4
M| F M!F MIF M| F
Field-Dependent  (0-6)| 2 ] 2 1 | 111 21%
In-Betweens (7-12) 11! 3 1y 2 1 | 215 | 472
¥ield-Independent (13-18) 3.! 1 1i1 o 4 32%
TOTALS - , 61 6 313 0 ;1" | 3j10

o e ——

- It can be seen that two majors were represented in greater proportion than the

“‘other twoj (business ‘administration and accounting). Females outnumbered males

"almost two to one. The breakdown of scores on the GEFT shows a higher propor-
tion of field-dependents and in-betweens. However, in the comparison of field-
‘dependents (F/D) to field —independents (F/I), the population showszihigher pro-
portion of F/I.

15
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TABLE II

~ This table #*uvs how the students responded on the forced-choice preference
- questionnaire when asked to rate four ways of learning material. Results are
reported only for the F/I and F/D groups.

First Choice Fourth Choice
F/I F/D F/1 F/D
No. % No. % No. % No. r 4
A.‘Read it from a text .5 50% | 4 57%
'|B. View a sound-filmstrip 2 20z 5 150% 2 | 20z
C. Discuss it with a
student tutor 1 10% 5 50% 4 57%
D. Discuss it with my
teacher : 2 1202 3 1432 1 ;| 14%
10 7 10 7

It can be seen that the F/I group was more definite about their last choice while
the F/D group was more definite about their first choice.

- Forced to choose, fifty percent of the F/I students said they would prefer the
textbook while all of the choices were picked at least once. Under the same cir-
cumstances, fifty-seven percent of F/D students also chose the textbook, but
interestingly, none of them picked the sound-filmstrip or the student tutor.
Consistent with the characteristics of a F/D person, more of them picked the in-
structor.

For their last choice, both groups were about the same in picking the sound-
filmstrip and the student tutor.

16
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'TABLE III

. This table shows that if the in-between group (7-12) is included in the desecrip-~
tion of their reactions to numbar six on the. forced-choice preference question-
.naire, the picture does not change proportionately.

FIRST CHOICE
F/I & F/D In-Betweens Total Population
No. A No. 4 No. z
A. Read it from a text 9 53% '8 58% 17 55%
B. View a sound-filmstrip 2 127 3 121% 5 167
C. Discuss it with a L
‘ student tutor 1 6% 0 0% . 1 3%
”D, Discuss it.with.my
teacher 5 29% 3 21% 8 267%
17 100% *14 1L00% *31 100%
FOURTH CHQICE
F/1 & F/D In-Betweens Total Population
:'No. Z No.; % No. A
A. ' Read it from a text 0 0% 2 14% 2 7%
B. View a sound-filmstrip 7 412 21 147 9 29%
C. Diécﬁss it with a ‘
student tutor 9 53% 10 ¢ 72% 19 617
D.k~biscuss it with my
' teacher 1 6Z 0 0% 1 3%
: ‘ ,
17 glooz *14 1100% *31 100%

17
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TABLE IV

. This table reports the students responses to items 1 thru 5 on the forced-choice
-preference questionnaire for the F/I and F/D groups. The Kolmogorov-Smirnov
Test* was used to test the goodness of fit. It was used as a substitute for the
-Chi Square Test because of the small N. The table also reports the results of

this test.
' Koimogorov-
F/D : F/I Smirnov Test
CHOICES b (8 (A (B) x2 |sign at
- ITEM No. Z No. Z No. % No. Z .01 level
#1 5 1 71% 2 | 292 8 | 80z | 2 | 20% .13 No
#2 7 {100% | O 0% 7 | 70% 3 | 30z | 1.48 No
#3 | 4 ! 57% 3 1 432 | 3 ! 30% 7 i 702 | 1.20! No
# s to71z | 2 120z | 8 [soz| 2! 202 | .13! Mo
#5 7 t1002z | o ! oz | 7 ‘7ox| 31 30z | 1.481 o

1

On the basis of this data, it is necessary to reject Hj. There is no evidence
to support the hypothesis that, in this case study, the student's cognitive
style determined the type of learning resource he would prefer to use in learn-
ing the material.

*Seigel, Sidney; Nonparametric Statistics for the Behavioral Sciences;
McGraw-Hill Book Company; 1956. PP.127-~136.
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TABLES V AND VI

"J‘ThBSe_tables show the resources the students actually chose to usu in learning
- material during the case study.

S : F/I & v - F/D ——
Resources | Resources Used Primary Source |Resources Used Primary Source
‘ No. of | No. of | No. of | No. of |
Students, % Students| % Students! % Students, %
‘ N H HEE HE
Instructor 3 g 30% ' 31 43% '
] 1 ]
] 1 | . |
Stu. Tutor 3 1 30% ! 3 1. 43% 1 1 14%
! ] ] ]
’ : ] ] ] ]
|Textbook 10 | 100% 8 | 80% 7 1 100% 31 43%
] ] ] 1
. 1 . : 1 ] 1
Programmed : : i i
fText 7 1 70% ' 4 | 57% 2 | 29%
X 1 ] ] ]
e L ] i . . . " .
Filmstrip 8 1 80% 2 1 20% a4 ! osn 1 1 14%
] . ] ]
N=10 10 =7 7
‘Number of ‘ L ‘ I
Resources Chosen Number of Students and Percent Weighted Average
. - F/I F/D F/I | F/D
] : [ I : " . 1 .
1 0 s 0% 0 i 0% o } oio
1 ] ]
2 4 1 40% | 2 i 29% 8 1 4
] N '
3 3 1 30% 3 ? 42% 9 1 9
1 - ] 1
4 2 1 20% 2 i 20% g8 | 8
] ' 1
5 1 1 10% 0 1 0% 5 10
; ; ¥
s ! N
TOTAL 10 1+ 100% | 7  1100% © 300 021
: 5 +10=3.0:+7=3.0
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It can be seen from these tables that both groups tried all of the options avail-
~able. Table V shows that, proportionately, the groups chose resources in-about

the same mmanner, while Table VI shows that the groups average exactly the same
"number of choices. Therefore, H, is rejected. For this case study, there was
.no difference between the groups in the number of types of learning resources

chosen.

It is interesting to note in Table .V that the F/D grouphVas quite a bit more di-
versified in choosing a primary resocurce than was the F/I group.

Section IV

Conclusions

1. F/I students selected all four options (text, filmstrip, teacher, and tutor)
as their first choice on the forced-choice prefereace questionnaire. (Table II)

2. Field-dependent students selected only two of the four choices (text and
teacher) as their first choice on the forced—choice preference questionnaire.

'(Table II)

3. F/D students, as a group, chose all five of the resource options available
to them in the case study. (Table V) ‘

4. F/I students, as a group, chose all five of the resource options available
to them in the case study. (Table V)

5. Three out of the seven F/D students (43%) chose to meet with their instructor
while working on the case study. (Table V)

6. Three out of the ten F/I students (30%) chose to meet with their instructor
while working on the case study. (Table V)

7. There is no evidence to support the hypothesis that, in this case study, the
student's cognitive style determined the type of learning resource he would
prefer to use in learning the material. (Table IV)

8. For this case study, there was no difference between the groups in the num-
ber of types of learning resources chosen. (Table VI)

9. 1In a forced-choice situation, the F/D group was more definite about their
first choice of learning resources while the F/I group was more definite
about what their last choice would be. (Table II)

o
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 APPENDIX A - PROJECT “PRICRITY~PHASE IT

Cage Study

E]

- Prelzrance Questionnaire: -

Directions: Ciréle the letter (a or b) in the response which is most
tybical of you. You must select one answer to each qqestion.

&

When I have a certain amount of new material to become familiar with:
a) I prefer to_read the material.
b) I prefer to hear the material from a recording.

. I find it helpful, when learning material tor

If I want o as< a question of my teacher about the material, I'm learning

Please rank each of these choices from 1 (1lst choice) to 4 (last choice).

2
a) have my teacher explain it to me.
b) have ancther student explain it to me.
3. I prefer to learn material:
a) by myself.
b) with others.
4.
I:
a) - prefer to do it in class.
b) prefer to do it in his/her office.
5. When I have to learn some new material, I prefer to:
a) read it from a text.
b) read it from a screen.
6. When I have new material to learn, I prefer to:
a) read it from a text.
b) view a sound-filmstrip.
c¢) discuss it with a student tutor.
d) discuss it with my teacher.

21



- APPENDIX B 18

CBALO2
! NAME:

‘ | in studying for Topic G T used the following resources: (please check
- the one(s) that apply to you) ‘

My ‘Inst:ructor _

Student Tutors
' Textbooks

The Programmed Text

- Film Strips

REACTIONS‘AN‘D COMMENTS: (Please tell me what you thought of this experiment)
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Questions:

~Population:

: Cognitive Styles:

Format for Study:

‘Postulate:

Hypotheses:

PROJECT PRIORITY-<=QCCUPATIGN EMPHASIS

Morgan Desmond
State University of New York
Agricultural and Technical College
Cobleskill, New York

Instructional materials can be categorized by the cognitlve
style which they serve. Cognitive style is a determinant in
the mode of instruction selected by the individual student.

Selected freshmsn composition students. Most of these students
rank near the 85th percentile of their class at Cobleskill in

- their score on the verbal section of the NYS Regents Scholar-

saip examination. (Select1v1ty in the sample is irvelevant
to the purpose of the study, but inevitable because of ex—
trinsic circumstances.) .

Global-articulate. Systematic~intuitive.

Tests used: Group Embedded Flgures Test Followlng D1rectlons,
Scrambled Words.

The students being stud1ed are enrolled in a course which is
organized according to Keller principles: students master
discrete basic writing skills sequentially by readlng ‘theoretical
explanations and following practical d1reotlons in the textbook,
then obtaining evaluation of their work and further (or re1terated)
explanations and directions, if necessary, from the instructor in
conference. Students have been told to seek peer assistance on

~an informal basis if they wish.

Each student will be tested for cognitive style. Students will
be asked to malntaln a log ~ecording learning modes employed

At the end of the semester, student cognitive styles and uses of
learning modes will be compared

' The textbook--Janet Abbott, The Whole Thing, (Prentlce—Hall

19Th)-~is best suited to stuvdents with an articulate systematic
learnlng style.

Students with a relatively systematic learning style will show
less recourse to & learning mode other than the textbook than
will students w1th a relatlvely intuitive learnlng style._ﬂ

Students with a relatively global learning style will show,
relative to students with a relatively articulate learning style,

' & preference for social modes of learning (associates, instructor).
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Results of Daté:

-y

Suggestions:

200 R

The population is too small to draw firm conclusions. In-

addition, the large deviations warrant caution {(for cxamﬁlé,
.in Table A the lowest and second highest ranked consultat1ons——

M and D -- differ by only one point in FD score)

However, a number of interesting trends do appear.

Hypothesis #1 When the population is ranked by success ofi

the Following Directions instrument (Table A), the greatest
number of consultations occurs in the middle tercile. Thus,
the hypothesis that the systematic student would show less
recourse to a learning method other than the textbook is borne
out, but not to the lefter. The correlation is bell- curved,
not linear. (Spearman rank correlation of FD score to number

‘of consultations is -.05.) However, the students in the bottom

tercile may have simply felt defeated or .unmotivated. (Note,
for example, that three zero text-uses occur -in the bottom

-tercile but none in the upper two terciles.) ' The Spearman

rank correlation of FD score to number of consultations for the
first two terciles is -.77.

The inverse correlation between FD score and text use in the
first two terciles seems also to indicate support for the
hypothesis (i.e., accomplishment of learning goals with fewer
text uses correlates with high FD score because of student—
textbook compatibility).

Table B, which ranks the population by success on the Scrambled
Words instrument, shows a slight rank correlation between
intuitive style and number of consultations (.23). However,
both the highest and the lowest number of consultations (1 and
7) occur in both the first and the third terciles.

Hypothesis #2. Table C ranks the population by success on the
Group Embedded Figures instrument frem most articulate to most
global. The rank correlation of success on the GEF to number

of consultations is -.16; for the first two terciles only it is
-.21. Thus, the data indicate only very slight and inconclusive
support for this hypothesis.

Repeat the study with a large enough sample size so that. students
with an identifiable style can be isolated and their learning
behavior studied.

Repeat the study with variations in text and instructor styles
studied.

Collect affective data and study correlations with CS.
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v:FroJ ect Priority

STATE UNIVERSITY OF NEW YORK
'AGRICULTURAL. AND TECHNICAL COLLEGE
‘ ' COBLESKILL. N. Y. 12043

BN ' . .

Ca.mpus Case Study = Interim Report submitted by Charles W. Merrill -

Section L

Professor, Biological Sciences

‘ Question - Does the cognitive style of occupational students determine the

s ‘::.Mtheses:

1.

5.
- structured 1ea.rning progra.m if they are to succeed.

type of learning program most effectively used in a Learning
Center? .

Occupational student cognitive style is a determinate in selecting

a.learning progra.m. 3
: /

Occupationa.l students may ‘select a learning program that ma.tches |

or . m:.smatches their cognitive style. ‘

. Occupational students identified as field dependent and impulsive

are most 1ikeJJ to mismetch cognitive style a.nd lea.rning ma.terials.

Occupationa.l students identified as field. independent and intuitive.u L

succeed. with less lea.rning progra.m structu.re.

Occupationa.l students: identified as impulsive require -1 highly

Occupationa.l students’ cognitive style is useful as. one predictor
of the outcome expected from a given lea.rning program. B

-

Occupational students cognitive style is useful when diagnosing |
learning strengths and weaknesses and prescri‘bing individua.lized
learning. L :
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Section II

e

ff: PoRulation

. The student population (approximately 207) consists of two-year college B i
students ma*oring in a variety of occupational programs - (Agriculture,

Business, Food Service, Nursery Education, etc.) and enrolled in a multimedia:,lrf
audio-tutorialwbiology course that utilizes a highly diversified and flexible- S

set of learning elements that can be configured for each individual student.

Population A consists meinly of students identified as showing unsatis- .
factory progress by the end of seven weeks during Fall semester 1975. - Popula-
tion B consists mainly of students who completed course requirements early
in the semester (Fall 1975). Population C consists of all students enrolled

in the course Spring semester 1976.

Procedures
v“Allmparticiﬁents‘completed‘the folloﬁingitests“es specifiediu”
HIDDEN FIGURES TEST - Cf - 1 | '

Part 1, 16 Items (3 pages) 10.0 minutes
Scored with a constant of 3 ‘

IDENTICAL PICTURES TEST — P-3
Part 1, 3 pages 1.5 minutes
PAPER FOLDING TEST - vz - 2

"Part 1, 2 pages 3 O minutes
Scored with a constant of 2

SCRAMBLED WORDS - Cv - 1 ' ‘ .
Part 1, 25 items 5.0 minutes

All tests were scored with accompanying scoring directions. Constants. -
were used as noted to avoid negative scores. The mean and standard deviation

was determined for each population and the following "labels" were assigned. . 1£ﬂ

Hidden figgg
Field dependent (score equal to or less than M - 1 s.d.)
+1 s.d.d)

Field independent (score equal to or more than M
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“Identica.l pictures

f“,} s 'Reflective (score = 0 or 1 error) _
‘ Impu.151ve (score = 2 or more errors)

 Paper folding o

Systema.tic (score equa.l to or more than

zx

+ 1. s.d.)

Intuitive (score equal to or less than M - 1 s.d4.)
Scrambled words

© Systematic (score equal to or less than M - 1 s.d.)

l .d.)

Intuitive (score ‘equal to or more than M +

- Individual students selected a learning program from one of several
e "learning configura.tion "sets" available in the Learning Center and their
.. program was monitored regula.rly by the course manager. ‘

: Individuals showing marked success or lack of success were regularly
- interviewed and their individusl learning programs ‘identified. ' The cognitive
style test results were then used as one determinate in the development of a

learning prescription for students vho were diagnosed as needing a change in.,,_ :

i - their lea.rning program. Success of the prescription was .determined’ hy ‘any

increase in the learners success in meeting his/her caurse goa.ls or_:._ag 1egs+" IR

.; minimum cours.: requirements.

Section III

| .'Results of Data:
see attached sheets _
Student success indica.tes that the method has merit. ; Data ha.s not yet

} been enalyzed to validate this technique as a predictor to .develop. learv-ing o
: ‘progra.ms prior to class attendance but further efforts are planned. o =

Cdnclusions :

o Cognitxve style is one determinate in the choice o:t a lea.ming program‘ '
r and is a factor in the success of that program for individual occupationa.l
: ,{ students. ~ I

Section V

Future pro.jectS' ‘

“drawn and substantiated or un il we give up!

The project will ‘be continued until data a.re analyzed and conclusions o
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Impllcatlons

| ‘W]:ﬁ_le the results of these projects don't provide definite answers to the
fquestioh they do suggést interesting implications that may merit additional st:udy.
" In reviewing their work one implication suggested by the team was that cognitive
"‘f‘style may be more of a determinate in learning lab perscriptions for students at
‘the extremes. This suggests that another approach to assessing the relationship
  of student use of materials to cognitive style might be to focus which materials

f are n-x>str helpful in learning. The current projects focus on the materials students = .
prefer or select. Often, especially if students are unfamiliar with some of the
options available, selection is a random process. An additional focus whlch involved

students in the evaluation of which materials were most helpful to them and ‘v_z_lﬂ ’

might yield information helpful in assisting students who are experiencing diffi-
culties in selecting appropriate materials. | B
| This question remains an important one and raises additional related questions.

Is it possible, for example, that if we assessed our currently learning options we
"would find they were designed to be compatible with only one or two styles. If
.so, what would be the key elements in the design of materials for other styles?
Does instructor style influence the selection of materials? What influence does
‘the instructors style have on student success or failure in spite of learning

options? Certainly there is much important work to be done in this area.
\
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Chapter III
DOES A PROGRAM FOR STUDENTS IN COGNITIVE STYLE INFORMATION IMPROVE
LEARNING PERFORMANCE?
The reports presented in this chapter illustrate the importance participants
~ have placed on h_elping students be aware of ‘_the:i_r_ own cognitive styles and the
effect styles can have on learning. This in part reflects a realistic appraisal
of the time and effort involved in changing or modifying instructional optionms.
\While faculty and researchers are busy attempting to determine who learns what
best which way, students can use this information to assist in their own success.
In designing projects around this question both Claudia Chiesi and Peter Idleman
 focused on students with academic difficulties. Claudia Chiesi's study included
the assessment of field dependence-independence and ‘the McKermey Model. Peter Idleman
‘used a forced-choice inventory he developed to assess the McKermey Model. The
North Country Commmity College team focused their efforts on students in a PSI
psychology class. The systematic nature of the content of the course seemed to
lend itself perfectly to information obtained from the syétematic-intuitive
.dimension of the McKermey Model.
Joe Taylor's report is also in this chapter. While it was designed to answer
a different question, the content of the report provides an excellent illustration
-of how an‘ instructor can use cngnitive style infoﬁmtion to assist students in their

learning. In this case the systematic-intuitive dimension was used with freshman

composition students.
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g o
- State University of New York at Buffalo
Educational Opportunity Center at Buffalo

Project Report
Claudia Chiesi

“SECTION I |
Questlon 1: Students who receive cursory information about their cognltlve styles
show no s1gn1.f1cant or measureable upgrad:mg in their academic performances

i'f';Questlon 2: Students who receive information about the:t.r cognitive styles and also
the information on cognitive strategies along w:.th their instructors perform better
acadamcdlly :

- SECTION I

'Ihe first part of the project centers on five vocatlonal/ technical (occupatlonal)
f'{f’a;reas of training at the SUNYAB dematlcnal Opportunity Center. The five areas
“were chosen by agreement with instructors who were willing and able to devote at

" least two time periods exclusively to the testing batteries and to the reporting of
. test results. Students were given the option of not participating without academic
' penaley. |

'Ihe tests used were: Group Embedded Figures; Sc:rambled Words, Identlcal Pictures,

- Followm° D:.rectlons Road Signs and the adapted version of the Maria College

- Irventory. - .
’Ihe project attempted to relate the GEF test to Field Independent and Field Dependent
d:nmensmns and the remaining tests related to the McKermey Ivbdel

""In part I, 58 students and 1 instructorl were tested and the results of those tests
were presented to them. Each of the five classes took one class perlod of an hour
‘and ten minutes to administer the tests and a second class period one week later for
“the reportmg of the results of the tests. The admininstration and reporting of the
“tests and their attendant results were done by the team leader. Scoring was done by
‘two team members and an EOC secretary assigned to the team leader's unit.

1 Instructors from the other four tranmng areas had been tested previously as team
-members in workshops or in mini-workshops held at the EOC. There was no need to
‘repeat their assessment instruments, at this. tme ,
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. SECTION IT cont.

‘The test were given during the first and second weeks of April, 1976 and the

" results were returned correspondingly during the second and third weeks of

- April, 1976. "

In May, 1976, during the week of May 5-12, instructors delivered appropriate
“class grades which had been recorded before and after the orientation/testing and
- the result/reporting sessions. :

" Of the number tested, there were 14 males, 42 females, the average age was 27.5 _
~and all students had to qualify as economically and/or educationally disadvantaged
_in order to be a part of the EOC porgrams generally. 347 of those students tested
" had a high school diploma, 237, had one to two years of work experience, 2% had an

. lﬂentiffabte langtage problem which they asked to have noted (see data sheets) ,

' 97 had no high school diploma, 237 had some post high school academic experience.
The female instructor holds the B.S. degree and has fifteen years of work experience,
“and 7% of the students had work expe;rlence only before their EOC program.

Part II of our project included the consultatlon v1$1t by Dr. Nancy Hoddick which
~would do two things. Firstly, it would remforce cogpltlve style and strategy
~information to a particular group of students identified for purposes. of question
©2; and, secondly, Dr. Hoddick would present a m:.m.-hlstorlcal review and update
-,-for some staff members at the EOC who had been on the fr:Lnges of the project since
' October, 1974 but, who would have liked to hear more about what was happenmg from
"an expert'. Part II was successful in that students attended the presentation and
‘the limited attendance on the part of the fringe-staff was not controllable.

'Part III of the BOC 1976 project was to spread‘ out into other institutions with
‘the news of Project Priority and what the cognitive style movement hoped to do
w1th commmity colleges and EOCs and some of what its hopes were for the future

to expand natiorwide. In line with _that the team leader approached the class in
Commmications Media at Medaille College, a private four year institution. The
instructor granted his permission and participated actively by taking and reviewing
the assessment instruments with the class and then seeking avermes in which styles
and strategies might be helpful to his students.
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SECI'ION IT cont.

v Secondly, the team leader approached a professor at the State University of New York
. at Buffalo whose graduate class was reviewing the different immovative techniques,
theorles and/or thinking of some -educators. He welcomed a two part presentation
smlar to the Medaille College presentation that included a brief historical ”
‘overview, questions and answers, distribution of the blbllography compiled by

::‘Kay Martens, administration of the assessment instruments, a week off to score and
Vt‘-r'eview the tests and then another class period to present the results of the t'eéts

_ amnswer more questions, give out names of books and literature and the persons from
"Project Priority who may be able to give better direction to those interested in
pursuing the idea. The SUNYAB professor actlvely part1c1pated with the class members
in both presentation and review periods. ‘

" Part IIT of the ECC project is recorded with scores on attached pages.‘ It was not
_an attempt to draw any conclusions since we did not ask any questions. It was an
X opportunlty for an exploratory project and basically it worked as it was intended.
The scores arerecorded for the Project Priority staff interest.

'SECTION III

Results of the data showed that of the 14 students in the Dental Assisting Program
in Group I, 7 students answering the Question no. 1, only 1 had higher grades and
6 received lower grades. In Group II, 7 students answering Question mo.2 3 showed
improved grades, 3 stayed the same and 1 dropped lower.

Inthe Keypunch program, 5 students were given the assessment instruments. 3 of
‘them dropped out of the course. The other 2 maintained grades that were the same
before and after the information, testing and review sessions.

In the Clinical Laboratory program, 1l students were tested and 1 instructor. Of
the 11 students, 6 answered Question no. 1 and 5 answered Question no. 2. In Group
I, of the six students, 1 dropped out of the program and there were no available
post scores, 4 students maintained the same grades before and after and 1 student
improved her grades. In Group II, 5 students were identified, 1 dropped out of
the program and there were no available post scores, 1 student maintained the same
grades and 3 students received lower grades. | | '

W
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In the Secretarlal Science program, 9 students were assessed In Group I for
_",Questlon no. 1, there were 5 students. Of that 5, 3 maintained the same grades,

,ff'l 1mproved her grades and 1 received lower grades.

InGloup II for Question no. 2, there were 4 students. Of that 4,? 2 improved their
x: grades 1 received lower grades and 1 stayed the same. s ’
In Quick Copy Media program, 19 students were assessed. Of that nunber there

;»were 10 students in Group I answering Question no. 1, of ‘that. mmber 2 students
-z,z‘1mproved their grades, 3 had mcanpletes for the. semester, 3 maanta:med ti\e same

grades and 2 received lower grades. _

In Group II for Question mo. 2, there were 9 students. Of that 9, 2 had 1nccmpletes
’}'f;_-for the semester, 2 earned higher grades, 3 stayed the same and 2 received lower )
grades : :

'I‘hat is the extent tc Whlch we gathered the information and rev:.ewed it and have .
vrrelated it here. ‘

wSECI‘ION v

o

é@?:Observatmns reveal no s1gm.f1cant alteration in the performance of the students
:fS;E;,‘ilrwolved on the basis of the pre and post. grades. There are extenuating circum-
i stances where the degree of dJ_fflculty in the program has also increased as the .

semester moves ahead.  Students are more anxious to plan for a new Septanber program' o

and may therefore exert less energy in their Ppresent program. - Thete. is also the
:j;'pomt that the style and strategy business did not have the time to mature smk in
and be developed approprlately w:Lth adequate coverage and controls to draw any
substantlve conclusions from what we have reported This final statanerlt is the
l‘rteam leader's op:Lm.on about the EOC 1976 project. '

fisacn'.ov v | |
It has been suggested by a staff member at the EOC that Gogm.tlve Style relates

lfmore effectively to teachers, their trammg and. the flexibility of thelr presenta-
“'tlons, 'i.e. any teacher who can only lecture is not a good teacher.
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Albany‘ Nau ‘.York

PROVECT PRIORITY REPORT
Jme 1978 :

" Peter Idle:m g

 SECTION I
Hypotham

= . The Mzma CoZZagc tean chosa the fallamng hypothem A pmgmm '

s off aogm.twa style assessment, information, and ‘academic caunaelmg .

© - will improve the learming. perfonmce of freshnm studmt dcnng
-'Qaubswlda:-dacadam.cwor o S

i‘mzogz:r‘ S

‘ PopuZatwn md?z-oceduns -

"ftf?""rha saupla foz- the atudy was dratm ﬁvm a populatwn af atudmta who
<‘v“wemzdcmfudaahamngaaademcd;fﬁcuuymthmorm-.
" courses at the mid point of the epring eemester. A total of 64 aﬁdmts
'ma;g;dacadmwmmgaindwaungthmwrkmboﬁarumor
Sfat -

Abricfmttcn mofﬁeah@mmmd‘l‘k’m&w
" the students. Ofthauammumuadwpm-ﬁcipate uappoavd
"'_forﬂwftmt offaur volamf:azy samimtcaauions

Atthaﬁutmcﬂngthapwpaaeofthcetudqulcimdmdc .
wgnimwatykzmwb@dmﬂwmxmmwblmmmd
-was gcored and fzkapmpmwdbytheatzdmtaatthw
acsoian 'maywez-etaldthattheproﬂleandita unplwanm wuld
beeaplatnedtoﬂzbnatthamtmeting.‘« ‘

At thcacmndaeamn Jsatudantaappcared mcy&mbmkeninto thma
‘dwauoawngraupaand withtecmmmbemaeleadors,vmgzmm : _
. overview of cognitive style--ite definition, uses and implications. e
 Further, each student's profile was explained and some causal reZatwmhipo .
were initiated regarding the atudent’s swza and. the sourcs of hza or ‘
her acadamw dszwulty ‘ -

Durmq thu wa wak penod aZZ faaulty membm who taughf: aubaeata in
vhich the warnings were issusd completed the MoKenney Model zwentory !
andhadproﬁlea prepared. It was originally intended that the

. ingtructor's atyle might give some clue to the source of the students

- 'problems. (A8 it devaZaped lack of time and lack of a fully developed

. strategy for ueing the inatructore ' pmleea pmcluded unplanentatwn

]l_[;‘afthiaaapectofthaplm) ' B o
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Again for the third meeting, the same 16 students appeared. They
were divided into two groups and a discussion led by two team
members dealt with the specifics of applying cognitive style
strategies and techniques for specific courses as they were taught
here at Maria. In this session students were given irdividual
preseriptive counseling and some analysis was made of: papers and
tests. '

The fourth meeting was scheduled following a two week break to give
students time to digest and adopt the information and techmique
digseminated during the first three sessions. The purpose of the
fourth sesgsion was to tnformally inventory the students for the
impact and effectivensss of the cognitive ‘style program on their
academic work. It was intended that the students would be able to
specifically relate how they used the informatiom and understandings
which they had acquired to constructively deal with the courses in
which they were having difficulty. Unfortunately this last meeting
was scheduled immediately prior to the final examination period and

.this circumstance, abetted by a hot, sultry afternoon, probably was

the cause of only two students appearing for the final meeting.
SECTION ITI
Results of the Data

A table reporting the data is attached. Among the 16 studemts who
received the treatment there were 17 subjects in which a D or F grade
might have been predicted for an end of course grade. The final
grades in the various subjects, however, were: ' :

A-1, B-2, C-13, D-9, P-1, W-1. A-B-C gradas totaled 16 which
18 encouraging based on what might have been predicted at mid-term.

While the dominent cognitive style appears to be Receptive-Systaematic
thie 18 probably consistent with the gensral student population of the
college. This is an untested hypothesis and no implications are
suggested here.

The overall (two or more semestaers) cumulative average of the student
aubjg‘cts. i8 reported but these data do not appear to suggest tenable
conelugions. :

SECTION IV

Conclustons

It would be risky to concluds that the treatment given the subjects
did assiat them significantly to raise their grades. One obvious
reason is that the classic control-—-experimental grouping and treatment
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was not built into this study. Further, there were a great variety

of reasons why the students were doing bordsrling or failing work.

These ranged from (admitted) personality conflicts to (probable) ,

reading deficiencies to (ascribed) ‘sheer laziness. It was intended
thattge fourth and final session would elioit from the students both
concrete and subjective information on the tmpact of the treatment.
Unfortunately these data were not obtainsd due to the limited attendance.

It must be reported, hovever, that the gemeral inpression given by the
16 studsnts who did appear for at least three sessions was one of
interest and enthusiasm. . ‘ o

An extensive, carefully dasigned project allowing ample time would
pProbably be well received by students and provide substantive datg
relative to the affact of program of cognitive styls information.
It might be suggested that in such a project both structure and student
motivation be buiid in, thus insuring complete and useable retimms.

SECTIONR V
Suggestions for Future Projects

. Asids from providing for motivation and structure for the student
" participants, one gemeral suggestion that comss out of the Maria
- College study is the realization that extensive, sound, professionally
~ developed materials need to ba developed for use by busy Sfaculty members
. - 7

each inatitution "does its own thing®, there is the illusion of con-

- structive, purposeful activity the results of which are bastoally useless.
In closing, no matter what the utility of the quantative findings, the
residue from the construct of cognitive style has become a part of many
of those persons who have come in contact with. it. This, without doubt,

has left these individuale more 8sensitive, more accepting wid better
skilled to deql with the complezities of ideas and of men and wamen.

June 1976 - Pater.d. Idleman
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PROJECT SUMMARY

AWARENESS OF COGNITIVE STYLE AND LEARNING PERFORMANCE
Edward Stodola, Bob Abdo and Don Morgan
North Country Community College

Introduction: We have the basic information, We have an idea of how
it describes individual differences. The campua faculty
has been given an introduction to thesa ideas. Now,
does this information make a difference to those for whom
the college exists - the students?

Following from the sbove, we designed and conducted a
study to assess the affect of cognitive style information

on learning performance.

Question Addressed: '"Does a program for students in cognitive style infor-
‘ mation improve iearning petformance?" .

The population for the study consisted of 61 students .
enrolled in an introductory psychology course that uses
a personalized system of instruction (PSI). The population
was randomly divided into three sub-groups: = . -

Group A: A control group that received no
cognitive style information.

Group B: A experimental group that received
an asgessmant of theit oun -cognitive
styles.» ‘

Group C: An experimental group that received
" an assessment of their own cognitive
styles along with information about
cognitive strategics that are necded
for successful petformance in the
claaa. :

Twe hypotheaeavwere tested:

1, Students who receive information about their
.own cognitive style perform better in ‘an
introductory psychology class. that uses a
peraonalized system of instruction (PSI) than
students who do not receive such 1nformation.

2, Students who receive information about their
own cognitive style along with information
about the cognitive strategies that sxe
needed for successful performance in an
inttoductory psychology class that employs
8 personalized system of insttuctian (PSI)
perform better than students who db not
receive such information. ‘
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'Results: ~ The table below shows final grade information for
R the three groups, This data suggests

TABLE
FINAL GRADES OBTAINED BY .
INTRODUCTORY PSYCHOLOGY STUDENTS

FINAL GROUP A | GROUP B GROUP C GOMPOSITE
GRADE Ne16 N = 18 N = 16 N = 50
A 9 8 7 24
B 1 3 2 5
c 2 & 2 8
D 1 0 1 2 s
N/c 3 A 4 11
2% G.p.A. 2.75 . 2.56 2.43 2.58
s.D. 1.65 1.62 1.71 1.63

1Eleven students did not attend the class after the beginning of
the 5th week which was when the study began.

2Based on a 4.0 system, N/C (no credit) = 0,0 grade points

‘the conclusion that cognitive style and strategy information reduces learning
performance. To trick the reader into an aVoidance of the devastating fmpli-
cations of this information, the authors offer the following quotations:

58 YEARS WITH A SLUG IN HIS LUNGS

Paris ‘
A 79 year old former soldier
who recently complained to his
doctor that he had difficulty in
breathing was found with a World
War I machine-gun bullet lodged
in his right lung, it was learned
Saturday.
Marius Warin, of Huby Saint Lew
in northern France, was wounded in
the first World War battle of Verdun
but for 58 years was unaware that the
bullet was still in his body.
He was captured by the Germahs
and treated for his wounds in a
German hospital. But the French
. government has refusasd to pay him
a war disability pension because
he could not produce documents to prove
he had been wounded. :
Agence France~Presse

* % *
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5bifficu1ties Encountered:

Additienal Questioos:
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A SOLVED PROBLEM IS AS
USEFUL TO A MAN'S MIND AS
A BROKEN SWORD ON A ’
BATTLEFIELD. - Sufi Proverb

I s

The following is a 1ist of difficulties and limita-
tions encountered in conducting this study.

2.

- Adequate time was not available to analyze

- the data before writing this report. ‘
Final grades alone ‘are not an adeguate
measure of performance in a PSI course.
Additional data are available for further
assessment of performance,

The information on cognitive style and
cognitive strategies was not well inte-
grated into the course; it was rather

~added on to the course. - e

Because of general faculty interest in
cognitive style, a number of the students
in all three groups had received exposure
to cognitive style 1Information prior to
this study.

The dsta collected in this study were examined
further to seek answers to the questions which
follow. The results are reported below.’

1.

Is there a relationship between size of the
systematic-intuitive range and learning
performance? No, :

. The size of the S-I range was determined by
totaling the- standard scores (Septiles) on
the four assessment tests~scramb1ed words,
verbal puzzles, paper folding and choosing a
path. Two measures were used to test for a .

- relationship. The mean of the S~1 ranges of

- students receiving Atg. in the course (N=14)
were compared with the mean S-I ranges of
students who did not complete the course (N=7).
A significant difference between these means
was not found (Xz = 16.1, X, = 14.6, t = 5,97,
df = 12)., The second measure, a correlation of
S-I range and total points earned in the courge
toward the final grade, likewise did not show
a significant relationship (r=0.10, t=0.54).

By totaling the standard scores ‘to determine a

§-1I range, a uni-pclar measure of ability, not
cognitive style, is suggested If this is so,
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then ability, as measured by, the four tests,,

. was not a.significant. determinant of successful

performance in’ the class.: Keeping in ‘mind- that
this was .a: PSI class, these findings ‘are con-.
sistent with the. notion of" mastery 1earning..w

“This may be important because it'lends credibility R
" to the argument that instruction based on. mastery = ...
can move beyond the problem of ability d1fferences.; L
Does a. relationship exist between the systematic-=‘f Yo

intuitive index and 1earning performance as o
measured by total points earned in the course’ No.

" The Systematic—Intuitive Index, S-I Index, is:

determined by " dividing the sum of" the standard
scores from the two tests: for systematic problem

' solving (paper folding'and choosing a path) by theufff

sum of the standard scores from all four tests, .-
the two tests for’ ‘systematic . problem solving plus
two tests for intuitive problem solving (Verba1

. Puzzles and Scrambled. Words) .Stated briefly,. S-T: ::gf
" Index = PF '+ CP/PF + CP +VP + §W. 'The index is -~

a ratio of the sum of the standard scores. from the

~ systematic tests to the sum of the standard scores =

from all four tests, A high ratio suggests a’

systematic style while a low ratio suggésts an yf-.~:~75bﬁ

intuitive style.-

A correlation- of -O‘OI was found between S-I index: .- ..

and total points earned, 'This was not 81gnificant«‘ﬂ¢
(T=0.54, df=27) though in the direction of indicating

~ that the course favored intuitive students slightly. . 7.
- Additicnal informatiOn is provided by comparing the ' [
..grades of students with a systematic style (SI Index

.60, N=3) and with the grades of students with an
intuitive style (SI Index g 40, N=6). One student

from each group did not complete the course while' IR

all of the others earned A's. Though these were
extremely small samples,. the results. show that

. students with an intuitive style can do at least as - e
we11 as students with a systematic sty1e in a PST- c1ass. K

- The absence of any indication of a relationship between o
style and performance in a PSI class is contrary to the o

common notion of mastery learning that views it as

. appropriate only for students who are naturally

systematic and ordered. It may be true that in ‘at
least some situations, mastery learning is most

: appropriate‘for‘students who do not naturally solve

problems in an orderly sequential manner.
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A look at the cognitive style of the people who
provided the instruction in the PSI. psychology class
is appropriate here. The instructor has an intuitive
style and the five c¢lass proctors have a mean S-I1 ‘
Index of .38 with a range from .30 to .42. The com-
bined ratural style of these six people is therefore
intuitive. Yet, they-are providing instruction in _
a mode that requires the use of systematic strategies.
This type of mismatch* between instructor‘s style and
mode of instruction may be highly ‘desirable. The

~ findings reported above showed that intuitive style

- problem solving.

students who were mismatched with the PSI systematic
mode of instruction performed at least as well as ‘
systematic style students who were matched with the
systematic instruction. This is perhaps a result of
an environment in which both the instructors and . ‘
students were mismatched to the instructional mode.
An assumption that is made here is that PSI is- '
essentially a systematic mode of instruction. This '
assumption seems fair because the format for the
course is consistent with the definition of systematic
Do differences in ccgnitive style exist between
students who mastered the course and students who

did not complete? No.-“ :

The S-T Index means fQr these groups were almost
identical (Xq= 48.8, X, = 49.1). Based on this
measure, ones cognirtve ‘style is not a significant
determinant of success in the course., )

The most important outcome of this study is that it has

provided a basjc for the recommendations for further study

1isted below.

1.

An information program to give students and ptoctors
an opportunity to develop understandings of their own
cognitive styles should be conducted during the first
or second week of each semester. ‘
Cognitive style assessment should be based on noa
operationalized problems that are based on the kinds
of situations or prodlems the students will encounter

" in the course. For example, how would you go about

mastering a learning objective that asks you to "List
and explain the difference between the three modecls
which attempt to explain schizophrenia?"

After the cognitive style "information program is
completed, counseling that uses cogaitive style as

a framework should fccus on students who are not
showing a pattern that will lead to successful course
completion. This can be done by identifying and
focusing on those students who do not meet course
contingencies that come ear.y in the semester (e.g.

¢ mpletion of unit 1 by the end of the second week).
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4, The usefulness of cognitive ztyle information
in a PSI course should be assessed by looking at - .
rate of course mastery which is: indizated by the - .
percentage of students who completed the course.v‘ ERRREES
In the. past, about 35% of the students who' enroll™- ==
' in this course do not complete it. Can this mon- = -
-~ completion rate be reduced by focusing on thoge - - - -
- - students who 'are shawing a non completion pattern'l'
early in the semester? ’
5. The Global-Articulated model and perhaps others,
~ should be added to " the infcrmation and counseling‘_

framework

Summary & Conclusions: 1. The major hypotheses tested were not made more

e : credible by the: results,

2 Relationships were not four* between the S I index and

performance, - R

3. Relationships were noct found between the size of

the S-I range and performance, ’

4. Differences in cognitive style were not found between -
students who. mastered the course and those who diﬂ_;?; U
not complete it, - ST

- 5. Further study should focus on.ways to reduce the non-
™ ‘completion rate rather than trying to find differences
between experimental and ‘control groups,

6. Further study into cognitive style should not attempt
to id=ntify principles that apply to all 1earning g
situations. Focus should rather be placed at this time,,~1
on using cognitive style information to improve
individual situstions that exist where we are. o

7. Mastery learning instruction’ seems to eliminate uni~
_polar ability factors as significant determinants of
successful performance.f ‘ >

8. Students with an intuitive problem solving style seem to ..
perform at least as well as students- with a systematic -
style on systematic tasks when the instructor(s) also
has an intuitive style.

Teachers; Teaching3, Taught

Teachers talk aboutsteaching. ‘
Real teachers study their pupils as well,
Most of all, teacher:s should be studied.

Musa Kazim-a Sufi Master

P AR o R
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‘North Country Community College
Saranac Lake, New York

Project Report
Joe Taylor

SECTION I

yéstions and/or Hypotheses

estion: Can a knowledge of cognitive style aid an instructor in pre-~
icting the cognitive styles which students prefer?

othesis: Yes, in most cases :
uestion: Can an intuitive instructor of composition develop systematic -
trategies for systematic students? | ‘ D
pothesis:s Systematic strategies can be developed.

e _ .SECTION’II‘
fbgulation and Procedures

here were eighteen students involved in this project. All of them are L
iberal arts transfer students taking the required English Composition I -
ourse. There are nine females and nine males. Although the course is
lesignad for freshmen, this particular section of the course includes . .
welve sophompres and six freshmen. Two of the students: are married = =
omen in their late 30's; one male student is 26. 'This section was cho=-
en because it is the only compasition course which I am teaching this ..
emester. I chose the intuitive-systematic dimension because it lends
tself to my preferred cognitive style which, in turn, lends itself to

he way I teach. The students in tKe course include science, social
clence, theatre, art, and criminal justice majors as well as some "un-
ecideds." After the March workshop, I decided to try to predict the
referred cognitive stvles of these students.  Ed' Stodola, team leader, =
nd Bob Abdo, team member, agreed to help give information to the class =
nd to test'%he class. I based my predictions on the results of the N
‘eshman Placement Exaninetion (two copies enclosed) and on many essays
hickh I had read from February to April. I shall supply one -example -

rom Student K, a response to one of the topics on the placement exam.

The  two teachers who stand out in my mind also happen to contrast

reztly in their styles of teaching. My best teacher, a history nut,

laced great emphasis on notes, names, and his greatest love of all,

ates. My worst teacher was "hooked" on processes and techniques. .

le. would begin all of his classes by giving us a theory, then having us
upport that theory with facts in a lab report form. Meanwhile the

\lstory teacher stressed his facts but he emphasized a.discussion or

;ive and take like atmosphere. His classes were exciteing /sic/ and
mteresting; the other was dull and repeatative /Sic/. . . oF (I

ke that word, repeatative.) I related a story about how I had gone

tbout furnishing three rooms in ny apartment. It was, of course, a

otally intuitive approach: no budget, several visits to the furniture
itore, everything bought in "one fell swoop" with the oversight of a

lesk lamp, which I purchased later. It did fit the coior schene. I ‘
,ave an assignuent for a class paper on comparison and.contrast. I told
he.class to include an outline, but that the outline was optional. I

hen told the clzss what I had been and was doing; I gave then intor-

ation about cognitive style in general, then operational definitions

f the systematic-intuitive differences. (Two copies enclosed)
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SECTION IX

then told them vhich style I thought they preferred. They told me,
Psed on the previous information and definiticng vhich style they
geought they preferred. Then they were tested after Bob and Ed had
ppplied furtker informstion trom psychology textboolks and materigls
giich they use in the Interdisciplinary Studies (IDS) prograr to ex—
WLain the right brain (intuitive) and left brain (systematic) concept.
§11s was in mid-April. Bob and Ed. did the testing; Bob compiled the
gratistics; Bob and I explained the results of the tests. We used
o 2ﬁbled Words, Paper Folding, Verbal Puzzles, and Choosing a Path,
® that order. ‘ , "

SECTION IiI

LJSults of Data

ecause Student XK liked the "discussion or give-and-take atmosphere®

n the history class while criticizing the "processes and technigues"

p: the other class, I predicted that the student leaned toward being

ntuitive. When I made the outline with the Paper on comparison and

ontrast optional, I trhought that the systematics would be the ones

o would choose %o use an outline and hand it in with the paper. Stu-

fent K handed in a detailed outline. In the data which follows, a
estion nark indicates that I had some auestions about the validity

‘hy predictions. As I related the stcry about furnishing my apart-— ‘

ent with furniture, rugs, chairs, and drapes, I thought that the

stematics in the class would be the ones who would be "Turned Otf"

¥ the procedure. A4s it turned out, Student R was the most verbal

me in her objections. With these procedures behind us, now see the

ollowing table which is a compilation of predictions, %est, and

hecklist results. (Two copies or the checklist are enclosed.)

I=Strongly Intuitive MI= Moderately Intuitive -=Middle MS=
oderately Systematic SS= Strongly Systematic i

n the teS‘GS, d8 SsScore Of .l{-G:SI, u‘fl-oL}é:uI, 047-055 ="’ 050"069:MS,
70=3s |

n the questionnaires, 12-13 b=SI, 7-11 b=MI, 5-~7 a or b= -y 7=11 a=
S, 12-13 a=S$

tedent My Prediction Studeni®s Prediction Test Questionnmaire

A I 12 o7 MI
. C I I «20SI SI
D I 12 T MI
E I? 52 7= 88
F S? s? .315I ML
G 17 S? e SI
H I I J30.T -
L S S BN MS
J I I? 50~ SI
K I? S .671S MI
L L 8 < 60MS -
I'; S I 06)'5'1'28 -
N I I 50~ SI
0 S I .7558 s8I
2 S? S? .53~ -
-0 S S obb"' - : .
| -3 S 44 78ss. - wMs




S 41
o ’ SECTICN III
The data demonstrates that =m instructor who has knowledge about cog-
itive styles can generally tell which cognitive style the student pre-
ers. ‘ ‘ ‘ y
The second question is more difficult to answer, mostly because it is
ifficult to summarize si1 of the activities inside an English compo- _
sition classroom where the knouledge cf cognitive styles is one of many
imensions. 4 table of data is difficult %o translate into how to ‘
eal with reading sn essay, with giving a writing assignment, or with
eading and writing about King Lear. However, there has been a "give-
ind-take" discussion between the ciass and me about matters such as how
0 approach the matter or reading and writing assignments more sys-
cematically. Although I have a concrete schedule for a semester, I do
not write out and copy the schedule for class distribution. To %ollow
such an outline would be'stiflinﬁ' especiglly to the intuitives. What
I now do is to write on the blac ﬁoa g the schedule for two weeks at a
Eime. It is good that the systematics have "forced” me to do this. |
The intuitives find this aprroach a good compromise between two extremes.
In fact, I find that writing on the Elackboard is something which is
ilghly desirable ‘to systematicse. o
fhe class and I, especially the systematics, talk about topics for
iriting, especially those topics which can be attacked systematically.
for example, I now give a "prescription” class paper of defimition, .
1. paper which appeals highly to systematics. The systematics and i
hen try to work out strategies for the intuitives, who are initially
)pposed to such writing. The home paper then becomes a mgtter of . ‘
rarious topics which will appeal to both. o S o
\s was indicated previously, we now talk more about outlining as a
itrategy for crganizing. Based on a concrete example about Generals
e and Grant, the class and I discussed Several ways to organize a ‘
)aper of comparison and contrast. The outlines which could be followed
‘eTe lmmediately discernible to the systematics. - What happened here
as that the iniuitives discovered that, given this systematic approach,
heir thinking . . could be crganized in ways which they
adn't thought possible at first. Almost all of the intuitives found
hat writing the paper was essier cfter the various ways of organizing
ere explained. ‘ ' R ‘
ntultive instruclors can; develop sysvematic strategies for systematic
tudents. My suggestion is that, ance you know who they are, you ask
hem for their ideas about how to approach some given problem(s). Then
isten to what they say! | o
ne piece of additional information: Once students are given information
nd definitiens, they do quite well at predicting their preferred style.
Jur observations: Student 0 begins by solving problems intuitively.
1e final results are almpst always the product of a "typical” syste-
iTic.
tudent R has adopted the most obvious strategies in trying to deal with
2. Communication betweenr the two of us has improved vastly over the |
urse of the semester. Systematic students can develop strategies
> deal with intuitive imstryctors. -
ien giving results of tests, do mot write the data on the board, or on
Iper, in the "old" way: .70=5S S
. .56-059=MS
.Z?"osg:“id .
® l"‘oq' =HI




A ‘Best  Top
B | | 3
C or or
. D [
. 1 F Worst Bottom-
:gfe are two better ways: T
-------------- Middle-—--—----———-—MS-—---—-«------—---—-—-SS
or

$§

MS

[

ij? These demonstrate the continuum,condept of cqgniti?e styles.,

lnally, Bob, Ed, and I agree that having people who are mismatched -
Lspense;informa%ion, give and explain tests, and, in general, do a
;eam” Kind of approach, is i1deal because students get to see people
lth different styles use those styles while "teaclung." T 7

SECTION IV
inclusiqns
. An insfructor‘who has knowledge about cognitive style can generalily -

tell which coinitive S3tyle indiviaual students prefer before the
. students are tested. - |

‘An intuitive imstructor can dévelop teaching strategies for sys-
tematic students. ~

 ‘If they are given enough information and complete definitions $tudents
- can generally predict their cognitive styles before they are %ested.

Systématic students can aid intuitive instructors in'deveIOping Sys-
.. tematic strategies. ‘ ‘ o : :

t‘There'are ways- to present cognitive style data so that it demon? ‘
‘..strates the continuur, value-free concept of one's preferred cog- -
‘;nitive style. ' '
- 46
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SECTION IV.

. People with mismatched cognitive styles make a good team to
- dispense cognitive style.informaﬁion, to give tests, and to
discuss the results of the tests. '

N | SECTION V

SN T

Suggestions for Future Projects

‘. Cén Systematic and intuitive composition teachers compile a
-textbook for SUNY community colleges which reflects strategies
from both styles in solving difficulties which mismatched

 instructors and studemts may have?

.« Can two mismatched instructors compile such a textbook for their
particular college?

° WHich kinds of problems in the composition classroom are best
.. solved intuitively? systematically?

.f'Which kinds of problems are systemafics most likely to have with
. any given humanities course? How cam they be solved? ‘

>1 Which kinds of problems are intuitives most likely to have with_
~any given science course? How can‘they be solved? '

- What are further strategies which I cén‘develop, as a strongly

= Intuitive instructor, for systematic students? for "middle"
- students?
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NORTH COUNTRY COMMUNITY COLLEGE | | .

FRESHMAN PLACEMENT EXAMINAT!ON

Time: 80 Minutes. Allow 40 minutes each for | and 11

t. Select one of the followirg topics. Write a clear, well organized
paragraph. . :

A. If 1| had three wishes.

B. My favorite high school course was = | because

C. Changes !'ve Gone Through in Life.
D. My Best/Worst High School Teacher.

E. My Most Frightening Experlence.

i1. Read the following paragraph. flote that It is developed by point
by point (alternating) contrast. Select one of the subsequent :oplcs
and write your own point by point contrast paragraph.

My two friends are as different as two people could possibly be.
Don, the music lover, detests the noisy clamor of a basketball game,
but yells himself hoarse at a football game. Jake, the ardent
debator, revels in the hot, noisy basketball game, but Is bored
with football. Sllent unless he has something worthwhiie to say,
Don Is a direct contrast to Jake, who never stops talking long
enough to examine what has been safd. Whereas Don would rather
spend an evening in the library reading, Jake prefers a hot rod
race.. Both are respected menmbers of the freshman class: Don, for -
his ability to get things done without fanfare; Jake, for all the
fanfare he creates by winning debates for the college. The very
contrast between the two is the reason that | have them for friends.
If | want a quiet evening, | choose Don, If | want a noisy evening,

1 choose Jake.

Topics:

‘A.. Two of my teachers

B. My Two Brothers

C. Hy Two Sisters

D.. Two Pop Singers

E. My Brother and Sister
F. Two Adults | know

G. My Two Friends

a1 St b cormpen et




: . Cognitive style is one's preferred manner cf taklng in’ 1n£ormat10n, procelelng‘
information, and solving problema. . ‘ .

sttgggtgc-lntgitigg Differences =

Systematic - ' A  Intuitive

(Left Hemisphere) - | | ‘(Right Hemlnpbere)

l.i Carefully define the limitatione 1, Define the problem frequently

v .of the problem, while aolving 1t.k_ ‘

2, Develop a method or g plen for 2, The method resulta_frow‘trlal and

: solving the problem. . error while solviug the problen,

3;- - Rely on clear informacion or 3. Rely on hunches or what "feels

" reasom, - rigbc."- v :

be Solve the problem by consciously 4, Jump back and forth from one atep'

. following a atep-by-step approach, to another.

5; A good plan leads to a good ' 5. The solution ia good because it

: solution, N . solves the problem.

6. Major concern: Method of aolving 6. thor concern: Solution of the
the problem. (Right answer not problem. (Right answer is.
needed) - , needed)
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“'For each of the following, please check the statement (2 or b) which.

~ best deseribes or 1is most characteristic of how you approach and
‘;glve problems. Be sure to chsck one statement for each of the 13
ems. . 3 \

When given a problem to solve:

a) I first develop a logical method for finding a solution
and then proceed to solve it.,

‘ b) I start to solve it as soom &s I urderstand it, without

o carefully developing a method.

2. a) I use a step~by-step method.

1.

—__b)rI use a trial and error method,
3. _a)I remﬂin.very.conscious.of mw'approach. |
o — b)) I look for outside clies and hunches which may help me.
;hﬂ_;___a) I look for one specific method and pian.my approach from

__ b)M, I consider a number of methods at the same time,

oy

;5; a) f apply each step, test 1it, diacard_it, and proceed to the

' - next step, . ST el )
. b) I skip steps and return to a previous step in solving the

problem. o . : . -
6. a) I concentrate mainly on my method. :

- b) I concentrate mainly on the overall problem.
7e____a)I defend my solution in terms of the method I used. -

b) I defend my  solution because it felt right or seehed'to

~ fit the problen, ‘ : |
8.____ a) I carefully definé tne specifics of a problem first and

' ' then begin to solve it. :
b) I define and redefine the problem as I am solving it.

9.. 'a) I remain on the approach that I developed while'aolving
A - - the problem. ' : . :
b) I change my approach while solving the problem.

0. a) I am mainly concernead about the method‘l use. -
b)) Ianm maiﬁly concerned about getting a good solution.
ﬁ._;;_.a) My notes for each subject afa kept together in an or&erly
b) ﬁgs;g::s are kept in dirferéht Places or are "at home
' somewhere", ‘

¥y study desk looks like:
. a) the shelves of NCCC library
b) River Street lounge aftar a beer blast

néh going away for a weekend, I

o a) Have a detailed schedule and follow it.

]

1 ‘L;MWPR;?QKQWQSQMHiFh,Q_5qn9rglwn1an”andm¢hgngoQit;aceqrdinswtpu_‘4
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Imphcat:lons
- The results of these studies seem to indicate that cognlti\m .aij.e informa—
t:10n has little impac t: on 1mprov1ng student performance. P0551b1y that is true.
Possibly the studies themselves are not able to t:rulv assess the quest_lon These -
" studles more than the others, suffered from the time const:raint:s Students were
well into the semester before they began. Often the time involved in sét:ti.ng them
up, testing and retuming those tests left little time for the develcpment of
strategies or the use of those strategies. Peter Idleman's study is perhaps an
example of this. While students were enthmsiastic about the information it was late
in the semester and other factors must have seemed more pressing. Such studies
repeated over a full semester or a year might provide more positive results. 'I'he
responses of Joe Taylor's students would seem ‘t:o indicate that this is a possibility.

The important information which is unfortunately missing from three of these |
reports, due to the design of the reporting procedures is the actual program of
ihfonnation provided to students. 1. i#4% T8 to contimie on this question, it
MId seem that participants would benefit fram sharing the procedurves and methods
vt:hey(use in presenting information and strategies. Certainly much in this area
can be gained from Joe Taylor"s report.

Another potentially interesting piece of information is student reactionms.
Did they‘peréeive the information as helpful? What useldid they make of it?

What strategies did they develop for themselves and how successful were they?

o1




Chapter v

ISMMMSEMONS}HPMMWOFMMPERFUMNCE?'

IN OCCUPATIONAL CURRICULUMS?

"N\

The two reports presented in thls chapter focus on the general questlon

of whether. certain f1elds or currlcular ‘areas are more conpatlble w:.th (matc,h)

- a partlcular cognitive style. WhJ.le data is ava:l.lable to show that matches

- or preferences for certain majors oceur in four-year college students of

. differing styles little information is avallable on two—year college students.

_Sankar Sastri's study prov1des a needed look at the matchmg-msnatc.hmg of

f students and major in an engineering technology program In th:Ls study he

focuses on the relatlonshJ.p of field dependence—mdependmce to grade point
average.

 The Ulster County Commmity College team has taken a different approach -

- to the question of matcb.‘mg In this case the question of instructor%tudent

match is the focus. Their study has been designed as a long-range project.
Cognitive styles were not assessed during the phase described here.

82
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' Projéét Priority .
Occupational Curriculum

' Sankar Sastri : ‘ o New Yofk“City‘Community College
' ' ' Brooklyn, New York 11201 ‘

‘guésfion ‘'Is there a relationship between QPA'(quality.poinﬁ‘average)'
and hidden figures test? - o o ‘

Population The group cqmpriséd of 38 first and f6iifth semester engiheeringv
technology students in engineering technology curriculum. B

Cognitive Styles: Field dependence-independence was measuréd“usihg hidden
. figures test. - R—

. "Procedures for Study: 38 'students enrolled in engineering technology:

~ curriculum were given hidder figures test in the beginning of the ‘semester.
The range in hidden figures test was between 2 and 32. At the end of the

semester their ‘quality point average was correlated to the hidden figures

test ‘score. The range in quality point average was between 0 andl&.u'

Postulate: On cognitive style field independence-dependence measurées the
relative analytical approach of an individual by use of Hiddeanighres Test
- (Educational Testing Service, Princeton, N.J.). The task is to locate a
'simple geometric figure within a more complex design. A high score on the ~
test indicates analytical ability, that is the ability to discrete-(field
independence) where as a low score indicates a more global approach (field -

* dependente).

As a group, relatively‘fiéld‘independént:pédple are likely»to;faVQINacédemic ‘
_ subjects such as mathematics and science were analytical competence is called
- for and subsequently enter careers in physics, mathematics: engineering and

* ' the sciences. On the other .hand, relatively‘field:depéndentﬁindividﬁals'piéféf.

' courses such as English, History, Social Sciences and Humanities often-leading
to careers in teaching social science, social-work and counseling. Frequently
these people are undecided about their careers and do change majors in college

o *(Witkin 1974). 1In social situations field dependent people ‘feel more comfort-
- able, are affected by praise and as a result take:cues from their peers and =
are apt .to remember faces easily (Witkin 1974). As for instructional method

field independent students generally prefer léctureimethbd’and;working5alqhe.-5

jx.iField'indépendent teachers prefer the lecture method and when_.asking questions
.. : use subject matter questions more frequently than field'dépendent*instIUCtprs.
2:".On the other hand, field dependent teachers prefer discussion method as a’ '

.. technique and use more hand gestures (Freedman, 0'Hanlon, Oltman and Witkin,
- 1969). = ‘ .o - : o » e

. In‘academic;performance,‘for‘example_among studexnts WhQLChpSe thé;hatural'
-sciences and mathematics domains, those who are more field independent tend

o to do better than thosc who are less field independeat (Hunt & Radhwa 1973).

:_;}Studént'nUrses who did well‘ih‘psthiatry_cendedftoxbe"field‘depéndent where
f;as;student nurses who did well in surgery were relatively‘field'independent.




50

;f(Witkln 1974). Practicing arch1tects selected as outstandinm-y creative
by their peers were markedly field independent whereas writers similarly
selected were qu1te field dependent (McKinnon 1961)

- From the above findings, field independent students should do well in
eng1neering technology program.

Resul s of the Data: The results as shown in’ Table I indicate: that

p‘ students with high hidden figures score also have high QPA confirming
. the findings of Witkin that field independent students do perform well

in the field independent curriculum. Using a normal distribution for
a population of 38 students. the curriculum coefflcient was found to be
0.36 s1gnif1cant at .05 level.

Conclusion: Field independent students perform well in engineering.
technology curricnlum. Field dependents enrolled in field independent
curriculums should be informed about their cognitive styles and also
about how and in which situations they learn best to enable them to
make more suitable decisions about academic courses and career choices
and once the choice is made they can improve their academic performance.

Suggestions for Future Studies:

1) Repeat the study with a larger sample.

2) Divide the courses in engineering technology curriculum
into two fields ~ one FD and the other FI and see whether
FD students perform well in FD courses.

3) Use cognitive strategies .to improve the performance of
FD students in engineering technology.
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Ulster County COmnmnity College

Cogrnitive Style Project

Team Members - John Hjelmeland, Robert Ma.rkes, James Canniff, Al Duane,
Lou Cesaratto, Joe Keefe, Ba.rba.ra Connel]y, Roxanne’ Bell

N Our team project consisted oftwosurveys: (1) A survey of Student
' Course/Instructor'Selection, and (2) A Survey of ‘Stud.ent Expectations of |
' .Instructor s Teaching Sty.a.e(s) | | |
The use of questionnaires to cond.uct surveys among students was
idetermined. to be an appropriate starting point by our tesm. We felt that
the data collected would aid in the exnmination of individual differences.
Specifica]_ly vhether or not the ma.jority of students surveyed would be
indicating an attempt on their pa.rt to match their perceived learning
preferences with an instructorthey perceived to have similar learning/
teaching preferences. “
The team aesignea t¥o questionnaires. The first vas designed to
investiga.te the reason(s) Vhy students selected specific course sections and
‘ imns sructor. The second vas designed to investiga.te student perceptions of
'{”'the instructor's teaching style(s) 'i'he second survey was conducted at the
beginning of the semester to examine student expectations and again at the -
_.end_of the semester to_examine_ changes in_perception. aftermthe._completion W
of the course. | . o
It was bypothesized that the majority of stu‘ients surveyed would
..1ndica.te_,,_their. ‘prima.ry‘reason for ‘their selection of a specific courSe ‘
section was based on a preference of time and/or convenience rather than

a preference for a specific instructor.

56




3

‘ It was further hypothesized that the majority of students who perceived
~their learning style to be matched with a specific instructor of their choice
&% the beginning of the 'semester would indicate less of a match existing
by the end of the semester.

Three departments volunteered to conmduct the survey among their‘students.
Muitiple sections of English, History and Esychology classes were selected.

Four hundred and fifty-nine students responded to the questionnaire.
On the first survey, k7.6% of the students gave reﬁsons of time and/or
convenience as the primary factor for selecting the specific course section
and instructor. U43.4% of the students gave reasons related to the instructor's
style of presentation as their primary fagtor for selecting the specific course
section and instructor. 9% of the students gave reasons other than time,
~convenience or instructor preference as the primary factor for selecting
the spécific course section and instructor.

Of the 43.4% of the students who attempted to match their learning
preference with instructor preferences, the majority of them did seek
assistance in making their decision, In order of frequency, students sought
" advice from advisors, friends, and faculty. Less than 15% relied on their '
own analysisbof the various instrﬁctors to determine the one best matched
with their learning preferences. .

The data‘from the second survey are Btill‘being examined by the téam
members. It appears from the responses of the 459 students who compieted
the second questionneire that more than 50% who perceived they were maiched
with the appropriate instructor at the beginning of the cou?se‘indicaxed

less of a match with the instructors style at the end of the semester.

o7
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In both surveys the results supports our hypotheses. Ths data provides
ar. indication that several students do attemp* to match their learning
preferences with an instructor who is perceived to be compatible in style.

Further, the data suggests that most students who atfempted to match lacked

- adequate informafion on which to determine the instructor who would match

best with their learning Preferences.
Finally, the data suggests that students do place importance on
individual difference, and that matching learning prefereuces with instructors

style of teaching may enhance their learning experiences.

Some recommendations: |
One recommendation that might improve the students' attempt to match |
more accurately their learning preferences with an instructor who has similar
learning/teaching preferences, would be to conduct small group workshops
prior to registration reriods on cognitive styles. Further, to have information
available for the students on the instructors' perceptions of how they teach
their courses. (this would be voluntary on the part of instructors).

Another recommendation that might aid students, would be to have advisors

| involved in workshops on cognitive styles to increase their awareness and.

understanding of individual differences.
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' last &4 Digits of
S~ Sec. No.

STUDENT COURSE SELECTION SURVEY

- SECTION NUMBER: :

- GRADE YOU EXPECT TO RECEIVE IN THIS COURSE:

| GENERAL DIRECTIONS: Answer either option A or option B below. Do not
e T . attempt to amswer both cptions.

Option A. | -
- Choose this option if you selected this section or instructor because sodeone
. suggested that you take it. (put an X in the appropriate space below.) =

Was the suggestion made by: : B
faculty member, advisor, friend, other.
— R .

How important were the reasons listed below in determining which section
of the course you selected? _

. If more than one reason is appropriate, place the muber (1) in the space

- to the left of the reason which is the most significant factor in your -

" “decision. Then place a number (2) to the left of the next most significant
reason. Then continue mumbering 3, 4, 5 etc. to the left of each reason you
feel influenced your decision to enroll in this section.

‘ ‘I am eniblled in thls section of this course for the following reason(s):

_(a). It was the best time available to suit my schedule.

(b)',' It was the only section available when I registered for this course,

(). 1Iwvas led to believe that this section or lnstructor would be the most
o stimilating. - : T
(d. I was led to believe that this section or instructor would be the least
(8). T was led to believe that this seqtion or instructor would be most .
‘ suitable for me. S

(). Other. (Please write the teason in the space below.)
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- : STUDENT COURSE SELECTION SURVEY

. Option B.

o Choosé this option if you selected this course without either seeking or being
glven assistance. (Either you were not given advice or you decided to disregard
- the advice you were given.) o

- How important were the reasons listed below in determining which section of
the course you selected? ; -

-+ If more than one reason is appropriate, place the mmber (1) in the space to
. the left of the reason which is the most significant factor in your decision. -
Then place a mmber (2) to the left of the next most significant reason. Then
continue numbering 3, 4, 5 etc. to the left of each reason you feel influenced
- your decision to enroll in this section. :

I am enrolled in this section of this course for the following reason(s):

(a). It wus the best time available to suit my schedule.

| ——

(b). It was the only section available when I registered for this course.

(). 1 felt that this section or instructor would be most stimilating.

———

(d). I felt that this section or instructor would be least demanding.

(e). 1 felt thut this section or instructor would be most suitable for me.

r——

(). Ihada course with this instructor before.

{g). Other. (Please write the reason below).
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Last 4 Digits of

STUDENT EXPECTATION SURVEY

COURSE TTTLE:
SECTION NUMBER:

Examine the list of ''typical" classroom activities given below. On the basis of
what you know or have heard about this course and section, rank each activity
according to how often you expect the activities to occur. Indicate whether
. you expect the activity to occur: never, a couple of times during the semester,
-once a week, almost every class, every class session. ‘ .

1. Never

2. A couple of times during the se:ester.
3. Once a week.

4. Almost every class.

5. Everyclass sessicn.

6. Don't knew/no opinion.

- PLEASE CHECK APPROPRIATE SPACES BELOW:

1. Formal lecture presentation.

2. General class discussion.

3. Instructor use of visual aids other

than blackboard (overhead projector,
motion picture projector, audio tape,
television).

Student presentation of oral reports.

. Small group discussion. o e i ——

Individual student-instructor cohfe_rences .

Use of programmed texts.
Independent textbook reading.

Laboratory typé experimentation, obszrvation
and reporting. '

>« - L N Y N ¥ B

10. Student-generated written reports.

11. Objective quizzes (tests) -- multiple .
choice, fill-in, true-false,matching. - ‘ e

12. Essay tests and essay quizzes.

 ‘13. Instruction in specific skills (""how-to")




© 16,

17.

- 18,

Tl

' In.stmctlon on general tmory

‘ general (broad treatment)

in detall (narrow treatment)

 Use of drill (practlce)

Other (pleasev spec:.fy)_

(ideas & concepts) 7
Instructlon on many aspects in

Inst:'ucti.on on selected aspects

Use of pmblem solving
approaches

Use of companson—contrast

'Instructor selection & ass:Lgn-

ment of spec:u.lc student tasks

Student selection of spec:Lflc
a331gnnents & tasks

Y
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Last &4 Digits of
Soc. Sec. No.

_ STUDENT FOLLOW-UP SURVEY

.. COURSE TITLE: -
_ SECTION NUMBER:

Examine the list of "typical” classroom activities given below. On thebas:.s of

. what you know or have heard about this course and section, rank each activity

~ according to how often you expect the activities to occur. Indicate whether ,

. 'you expect the activity to occur: never, a couple of times during the semester,
once a week, aimost every class, every class session. _

; Never.
A couple of times du‘rmg the sanaster
Once a week.’
- Almost evexry class.-
‘ : ry class session.
- 6. Don't know/no opinion.

WP N -

‘ vl. Fo‘rmal‘ lecture presentation.

" 3. Instructor use of visual aids other

- .. than blackboard (overhead projector,
- motion picture projector, audio tape
‘ telew.smn) _

4. Student presentation of oral reports

5. Small g;:oup discussion.

f 6 Ind::.vidual student~instructor conferences.
7. Use of programmed texts. '

. 8. Ind. pendent téxtbook reading.

"9v. Laboratory type e:q:erinmtatlon observation

~and reporting.

10. Studmt-gmerated written reports.

11. Objective quizzes (tests) -- miltiple
.~ choice, fill-in, true-false,matching.

12. Essay tests and éssay quizzes.

13. Inétruction in specific skills ("l'w—to")
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14,

15,
16.
17,

. 18.
19
. 20.

221,

e

{ideas & concepts)

_ Instruction on many aspects in

general (broad txeatment), .

Instruction on-selected aspects
in detail (narrow treatment)

Use of problem solving
approaches

' Use of drill (praﬁtice)

Use of cmpan’.s@-contrast
Tnstructor selection & assign-

| mez1t of specific student tasks

Student selection of specific
assigmmeni's & tasks

. Other (please specify)

W
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Implications

| Although these projects were of very different types they ‘both' provide
interesting information. Sankar Sastri's data i:xdicates that field :iixdependent
 students.perform well in the engineering technology curriculum on his campus.
It would be interesting to know if this finding will be replicated on other
campﬁses. It would also be valuable to know if the same relationship exists
in other occupational curriculums. It may well be that whole areas cn divisions
withirn the commmity college are more campatible with one‘ or more particular
cognitive styles. The implications of such a finding reach into attrition,
‘failure and a multitude of existing problems. Certainly further research is
jneeded in this area. | | 7 ' |

The Ulster team project is an excellent exanple of a teams plarmed effort
ito focus on lnst:ructmnal cawcerns. In this way they are able to involve
mterested facu.Lty and students. They‘sean to also have beautifully set‘ the
stage for the introduction of cognitive style. It may be pbssible throv.:gh‘:hen_r
approach to interest faculty in projects assessing the effects of instructor-

‘student matches and mismatches.
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Chapter V

' PERR)RMANCE ON WRI'I'IT:N ASSTGNMENTS? A

. The two studies presented in this chapter address a critical concern
1n the cotrtmmity college, the iﬂpfovanentof wrltmg skills. They are perhaps ,‘
more camplex to admm:.ster than many of the studJ.es reported in th:.s volum o
They requ:.red the testlng of large m:mbers of students, J.nst:ructor grading of
spec1a1 writing ass:,grments and use of cmputer t:une in data analys:Ls
Their presentatlon and analys:Ls is strengtl‘med in that the Genesee
Ooumm:.ty College proJ ect is a dJ_'rect out growth of Herb Zaga'oow s effort
_}'l'he des:Lgn for He:rb Zagarow s pro_']ect whlch was begun in the fall of 1975
(ms presenteo at the March Pro_'] ect Pr:Lorlty Occupatlonal Eknphasm Workshop
-fwThe idea intrigued Genesee s ‘Team leader and he ask.ed Herb Zagarow to serve
’i“a's 'Cenes'ee Commmity College's campus consultant and present the idea to the
Team and the }hmanj".ties.Division.‘ As a result an extensive project ¥as developed
: by the s and implanented in the smunet o

- In addition to looking at English skills, the Genesee Community College
“.study also attanpted to determme if cognitive style tests correlate with other
college pred:x.ctors of academic success.
1 The McKermey model and field depmdence—mdependence were used in both
‘studles
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PROJECT PRIORITY

REPORT OF CAMPUS PROJECT

 SUFFOLK COUNTY COMMUNITY ‘COLLEGE

DR. HERBERT W. ZAGAROW

DIRECTOR OF PSYCHOLOGICAL & HEALTH SERVICES

HYPOTHESIS

The research study at Suffolk County Community College
'sought to investigate whether a relationship exists be-
tween cognitive style and writing ability for freshmen
students. The specific null hypotheses to be tested
were:

1. With writing ability factored out, there is no
significant difference in level of writing performance
for systematic and intuitive students when both are
asked to write systematically. -

2. With writing ability factored out, there is no
significant difference in level of writing performance
for systematic and intuitive students when both are asked
to write intuitively. |

3. There is no significant difference in the ratings
on wrltlng assignments received by intuitive and systemat1C‘
students- when both are evaluated by a systematic rater._ ‘

4., There is no significant aifference in the:ratings
on writing assignments received by intuitive and systematic
students when both are evaluated by an intuitive rater.

5. There is no significant difference in the number
of systematic and. intuitive students at suffolk County
Community College.

PROCEDURES

In order to obtain a writing sample, students in each of
twelve English composition classes were asked to write

on the topic,. "Advertlslng". To assess how congruence
of student style and style in which one is asked to write
affects writing performance, randomly, half the students.

were asked to write systematically while the others were
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asked to write intuitively. This was accomplished by
having the students receiving the systematic treatment
write an outline before doing their assignment, while the
intuitive group was asked to write their comp051t10ns off
the top of their head.

Cognitive style data was acquired by admihistering the
following instruments:

Hidden Figures
Choosing-a Path
- Scrambled Words
Verbal Puzzles
. Paper Folding

nNdwn
L]

RESULTS

' Analysis of the data has not yet been completed. Tables
vne, two and three do contain the raw score information
collected from the mapping of 228 students.  As will be
observed in the tables, the total N varies from test to
test. This is due to the fact student absences from class
prevented full collection of:mapping'datag :

" A complete anal y51s of the data, in the terms of the
hypothesis to be tested, will be ready for presentation
at the June workshop.

‘CONCLUSIONS

Not to be drawn until full analysis of the data has been
completed. .

e

IMPLICATIONS FOR FURTHER RESEARCH **

This study will be replicated at Suffolk County Community
College next year. Also to be investigated is the rela-
tionship between cognitive style and performaace on
creative and expository writing tasks.
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ADDENDUM

- RESULTS

, An‘analysis of variance ‘was used to test the first four
. hypotheses. Results of this procedure indicated that nore

. +of the null hypotheses could be rejected. 1In every case, the
- effort to relate cognitive style to writing performance did

.‘”not produce significant differences among the various groups

.-of students. ‘ '

. . The mean and standard deviation were calculated for the

. instruments that were administered. Looking specifically at
the hidden figures test, a mean score of 7.5 and standard
deviation of 7.5 was found. Table 1 also reveals that almost
all of the students (89%) achieved a raw score of /13 or less. -

CONCLUSIONS

: Based upon an analysis of the data, a relatiohship was

~not found to exist between cognitive style and writing ability

for freshmen students. It is hypothosized that one reason

for these results was the scewed distribution of the test

. scores. Because most of the scores on the hidden figures test

- hovered around the basement of the continuum, the possibility

~ for a significant difference among the populations was dim-

* inished. With this in mind, it is concluded that this study

- should be replicated next year with a larger number of students )

;. so that a more heterogeneous population can be secured. - o

L ~ As a result of the depressed scores on the hidden figures
 test, a preliminary judgement was made that a significant
 number cf students at Suffolk' County Community College lean

- toward an intuitive cognitive mode. Since this judgement

~is not based upon statistically significant findings, this
‘hypothesis will be mare rigorously investigated next year.
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THE CORRELATIVE AND PREDICTIVE MATURE 0F ,ELECTIVE

COGNITIVE STYLE TEST BA TTER.
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. A vdrlety of 1nnovat10ns are belng 1ntmoduced at the Two-Year

ﬂ;téo lege level in New York State. One such recent 1nvest1gatlon is to d1agnose
she cognltlve styles of the non-traditional student. With a decrease in the

TrEd i‘lonal eighteen yea: old enterlng population, and a commensurate adm1551on

lifof greater numbers of 'hon- t onal" students, 1t seems 1ncumbent on us to

Ijilnvestlgate and evaluate cognltlve processes and varlatlons in 1earn1ng styles
-so that we might know more about ta110r1ng our instruction and guidance to the

;h needs of what Pat Cross callis the "New Student." |

This ~summer, a team of five members of the Genesee Communlty Collcge

t:staff conducted a pilot study during the flrst summer session to test certain

i'hypotheses about our students. The'team menbers rcpresented the MathaScience,

Humanities; and Intermediate Studies Divisions. Donna Walsh of the Student

?,SerV1ces Staff also assisted with this study by prov1d1ng testlng and data

- retrieval services.

»

A sample group‘of ninety-seven summer school students, enrolled in the
»dJune 1 to July 2 Session, completed all the test inst;uments.‘ Five cognitive styie '
‘?test instruments were used to identify a student as Field Independent or Field | |
§Dependent, Intuitive, Systematic, Preceptive, and Receptive, A sxxth.lnstrument
%the vocabulary-exerclse was used primarily to 1dent1fy the motivational 1eve1 of
ieach student, In addition each student wrote a wrltlng sample. The scores of the
:varlous test batterles were compared with the student's individual un1t and

ftotal writing sample score, high schocl average whenever avallable, and the
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English.ACT and Composite ACT scores,
Our overall objective was to see if there was any felationship'betﬁeen
" certain aspects of a student's cognitive style and his/her writing ability. An

fsobjeCtive grading routine, based on some of the concepts in a study conducted by

i

I3

) AzCaliforhia State University group‘was used by two English instructors. Each
.used a similar grading routine tu evaluate; numerically, a writing sample. The
"cognltlve style test batteries were selected from a 115t suggested by the Two

,erar College Center's Project Priority Staff.

Cognitive abilities differ from aptitude and personality inventory exercises.
E:Traditionally, we have meaguréd intelligence and vocational aptitudes to help our
students make the right career choices. Coghitive abilities,on the other hand,
 §ndicate how a person perceives and processes information about his or her
ﬁenvi:onmeht. In othér words, a person's Style is basically how he or she inter-

:hcts with the emvironment. Increased knowiedge about cognitive learning patterns
;:méy help‘facﬁity ?ake the right teaching.choices and therefqrefiﬁitiate more
;reffective‘iearning.

‘ One of the major premises tested this summer was that our students need .
:a tradit;@nal instructional format, since they are Field Dependent,‘Recepﬁjve,,and
blwpulgive.‘ if this premise couid be confirmed, we might match cqgnitive sfyles |
‘?withjtegching strategies iﬁ order to accomodate thedominant cogniti&e péttefns.
5This idea emanates from the fundamental questions: (1) Can we become more effective

"as instructors :if we are aware of our students! differences?, and (2) Would this.

.awareness positively affect our retention rate and the success of our overall

‘mission?

: 1Edward M. White, Compaxrison and Contrast: The California State Unlver51ty
‘and Callegp Freshman English Equivalency Examination, 1973 and 1974
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| A proposal for a Summer Research Grant was submitted to the Dean of
1In$truction for his review with the Dean's Council, (See Appendiées A and B)
f Thé project was funded and the testing, scoring and studeht‘feedback was compleﬁed’
 duiing the first two weeks of the first Summér.Seésion. Correlative and predictive
studies were caxriéd out using the scores from the cognitive style exercises, the
‘scores of the writing sample and those available from the student's file.
This final report includes the original proposaz! s=d an outline of

ﬁhe chronological events of the research proceedings, The sypotheses tested

‘are evaluated and suggestions, observations and shortcomings are explained. The
_suggestions focus upon problems encountered in the.area of student data and

‘admissions, and there are suggestions for the.general college community with

implications for further study.
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SENERAL PURPOSES OF RESEARCH

"Thé'éBOVé'pfojéét’was‘undértaken to determine if ccgnitive étyle tests
:o:relatebwith known predictors of academic success (such as the ACT tests),
;hereby serving as possihle alternatives to the ACT fests in the platement'of
students. A writing sample from‘each student was also analyzed to serve as a
redictor of student achievement in English skills and to determine if the
:ognitive testswgfe irndicative of a student's level in these skills,

JESCRIPTION OF SAMPLE

The sample consisted of nihety-seven students who were gncouraged to

)articipate by instructors of five classes of the first summer session, 1976,
'he students were given a battery of fests described below and their records
'ere checked for ACT scores, high school aﬁerage, and curricuvlum. Because the
‘ample was drawn from students paréicipating in a summer sessioﬂ, rather than
regular semester, the results cannot be interpreted as predictive of: scores of
he general student body. Nonetheless, they can be used to solidifytébd clarify
resént concepts, as well as to suggest further routes of study;' Als&,vbeca;se
any statistical tests were run on the same sample, no positive conc;@sions can

e drawn from seemingly significant statistical results of the research, and

hould only be used in identifying factors for further study.

ESCRIPTION OF SCORES AND TESTS GIVEN EACH SUBJECT -

The cognitive styles of students were determined by four short tests.2

atér, the impulsive Index was derived from the Identical Pictures Test. A iisting
1d general description ¢f the five scores, plus others, follows:
1. SYMBOLS-This scores measures the preceptivity of a person. ''Preceptive

individuals tend to use concepts and categories to code data. They:look for

relationships between stimili so that they can efficiently caialogue infprmation."Sf

2Copies of these tests are on file in the Office of the Dean of Instruction,
:nesee Community College. : ' ‘ c ‘

SKaren Nelson, "Introduction to Cognitive Style," not published,‘OCtober, 1974,
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2. IDENTICAL PICTUREZ-:":is 3core .measures the receptivity of a person.
"Receptive individuiils are more sensitive to the stimulus itself. They

focus on detail rather than relaticnships and try to derive-the attributes

of the stimuli from direct examination instead of fitting it to their precepts."4

3. FOLLOWING DIRECTIONS-This score measures how systematic the student is,
"Systematic individuals tend to approach a problem by devising a method or
plan with specific, sequential steps to solution.'d '

4. SCRAMBLED WORDS-This score measures. intuitivity,..  "Intuitive individuals
more often consider solutions using trial-and-error, defining or redefining
the problem, moving back to a solution and so on.,"

5. IMPULSIVE INDEX-This measures the degree of impulsiveness in a student.
It is derived from the Identical Pit res test by counting the number of
incorrect choices made.

6. EMBEDDED FIGURES-In addition to the other tests, this test was administered
to measure the Field Dependent/Independent tendencies of the student. A high
score on the Embedded Figures Test (14-21) indicates that the student is Field
Independent, while.a low score (0-6) indicates a Field Dependent student.”

EMBEDDED FIGURES TEST (1-21)
v Y :

Field Dependeﬁt Field Independent

l"l'l:llll'l.lllll‘llll'
i t 23us 5{1:ngu'qu.s-emamou ‘
7. VOCABULARY TEST-This is a short test designed to indicate a person's
current level c¢f academic achievement,

8.-13. WRITING SAMPLE-This gave scores,.to each student in spelling/grammar,
sentence structure, paragraphing, organization, and content. The scores of

each were also totaled, for a sixth score. This test was designed to test »
a student's writing ability in a contained situation. The question (See Appendix
C) was designed to allow any individual to respond , as it velied on a person's
experience., Also, careful attention was paid to the wording so that no one
would be discriminated against or handicapped by extraordinary language.

Concepts from Comparison and Contrast (see above) guided the corstruction and

evaluation of the question.

14.-18. OTHER FACTORS: Curriculum of the Student
Sex
ACT (Enzlishj
ACT (Coumposite)
High School Average

This is s 3 hour preadmission test.

4Nelson, p.3.
5Nelson, pp. 3-4.

6Nelson, p. 4.

7K. Patricia Cross, Accent on Learhing, (Washington: Jossie-Bass Publishérs,
1976}, p. 119. —
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" "TESTING DIRECTIONS (See Appendix D)

idusCORING METHODS‘

: Cogn1t1ve Style Instruments
Symbols=-Count all symbols (not woids) that were used only once in each example.
Identical Pictures-Count all the correct answers minus 1/4 x-number wrong.

Following Directions-Count all the correct answers minus 1/4 x number wrong.

Scrambled Words Count all the correct words. .

r

Impu151ve Index-Count number of incorrect choices on Ident1ca1 Pictures Test.
Embedded‘Figures-Count all correct answers (exact lines].

Vocabulary-Count all correct answers.

'The scores were then placed on a scale of 0-20 for all tests except the embedded
'figures (scale of 0-18), and the vocabulary (scale of 0-48).

ertlng Sample Scoring

Spelling/Grammar-0-7 mistakes per 250 words was considered acceptable (6-4 pts.)
Eight or more mistakes seemed to intrude on the meaning and was con51dered

unacceptable (3-1 pts.).

: Sentences—Students were evaluated on their ability to write in complete,
clear sentences. One serious sentence error was minimally acceptable in a
250 word page Attention was also pald to the var1ety dlsplayed in sentences.

Paragraphs-Each paragraph vas evaluated to determine ‘that a11 sentences,
- within a glven paragraph contributed to the ma1n p01nt of the paragraph.

0rgan12at1on-Acceptab1e performance contained clear 10g1ca1 movement from
one idea to the next, some clear statement of the main point, and a statement

that concluded or summarlzed the paper. -

~ Content- -Papers needed to contain a clear idea and purpose throughout Students
needed to say SOmethlng spec1f1c and def1n1t1ve.

Each factor was assigned a maximum of ‘six points in order to determ1ne a clear

distinction between an acceptable performance (6-4) and an unacceptable performance

'(3-1). Within this structure, 20 points was arn overall acceptable performance.
The factors involved in evaluation of the writing samples were chosen on

‘a rather arbitrary basis. They were weighted on the mechanical side in an attempt

- to maintain as objective an analysis as possible. It was felt that a variety of
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iinStructors might disagree with the emphasis on individual factors hut that an
accéptasle overall eyaluatjon could be achieyed using these five factors. |
Tests were scored By members of the faculty team, as above, recorded, and
compiled. Students recelved feedback, as to their 1nd1y1dua1 results on all
l 1nstruments in large group see51ons-1ast1ng about twenty mlnutes. A student
feedBack.sheet was used (See Appendix E) and general descriptions and 1nformat10n d~
for interpreting individual results were given. An additional, 1nd1v1dua1 session
was offered by a counselor to help students further investigate thbif fesults.

DISCUSSION OF STATISTICAL OUTCOMES

As éxpected it was found that the students were more receptive (70%)
than preceptive (30%), and more intuitive (94%) than systematic (6%}. A

-general cognitive map of the student body represented in the sample is giyen here:

preceptive
3
X
, g

systematic - R intuitive
1
1
"
i .
receptive
Even though the above ; ction of cognitive styles proved true, there

seemed to be no significant correl..ion hetween the cognitive styles of students
andmtﬁeir:English skills or ACT scores; A few notable exceptions are discusséd
below.

While the cognitive tests,in_general,:did not predict the ACT scores and
English skills of the students, other tests did. The vocabulary test seemed to
do a masterful job predicting both ACT scores. The scores for Fdllowing Directions
daﬁd‘the Impulsive Index also correlated highly with the ACT scores. Both the

WVdcabulary and the Following Directions Test are also the best choices for
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. further studies in factors predicting English.uriting skills.

The High School Ayerage scores were found to correlate somewhat (r=,36,

" o6=.03) with the English skills of the students, but this should certainly be
~ tested further before it is used as a reliable index of -placement into English |
i: classes. The English ACT score, if availakble, would be much more reliable in

- this regard (r=.61).

The curriculum chosen by the student seemed to make little différence

——

in the English writing scores nor in the Field Dependent/Independent tendenc1es..'

The science majors did differ significantly from non-science majors in precep-

- t1v1ty-(;hey were more precept;ve and less receptive than non-science majors),

but in all other cognitive styles there were no significant differences.

~ SPECIFIC HYPOTHESES TESTED

1. There is a correlation between writing skills and one's cognitive style.

Results: Correlation study between cognitive indices and English factors.

English Factors

w g o

g o 9. . 8 U e

: £ ¢ F 2 oz o3

ia - o b -1 5 e

[ 1 -t > ] o = -t

2 23 L B E 2

. ; LS 5) (%] o, (5' > 55
Identical Pictures (Receptive} 09 .06 .02 .03 -.18 -.,21 -.07 -

Symbols (Preceptive) .21 .07 .15 .09 .11 .02 .09

Scrambled Words (Intuitive) .19 .47 .26 .26 .22 .14 .39

Following Directions (Systematic) .24 .40 .26 .39 .28 .20 .42

Impulsive Index (Impulsiveness} .18 -,24 -,17 -,17 -.28 .16 -.25

Reject the Hypothesis
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';'2. Cognitive styles are predictive of academic success in“English.

gﬁjResuItS" Multlple regre551on study of the cognltlve styles w1th the wr1t1ng
ﬁ_‘sample total score, found wmo statistical difference. D

‘ ‘Simple R
5 FOllOWlng Dlrectlons .42
'Scrambl ed Words .39

-3, A greater proportlon of the non-randen sample will test to be F1e1d Dependent
_,‘Intu1t1ve and Receptive. (Most of our ... :nts asp1re toward the Humanities/
,;{Soc1a1 Science Curricula) ,

'i.Results:
Field‘Dependent (;ange 0-6)

F1e1d Independent (range 14-21)
(Mean-10.37 Standard Deviation-5.43)

Receptive 68
Preceptive 29
intuitive 91
,,Systematic 6

. Relect the HypptheS1s INote: Although a greater percentage of our sample tested
- Field Dependent rather than Field Independent, the largest group fell in the
'middle range with no apparent inclination to either extreme (according to the
guidelines established for evaluating the Embedded Figures Test)}. It should be
~pointed out, however, that the Receptive and Intuitive figures seem significant

and worthy of further study.]

‘:4. Students testing high on Field Independent test battery wiil have a high
- writing composition total score. (The converse of this hypothesis will also be true).

Results.

. Correlation .01 Correlation .15 ) Correlation .08
~High EMB Mid EMB - : Low EMB :
I§3  (Field Dep.) s=.339

‘- (Field Ind.) S= ’ L 8=
N= 3} N= 37 | N= 29

Reject the Hypothesis

5. Science majors will have dlfferent patterns of cognltlve styles than non-science‘~j:
{majors. A

:;Results. "Science and non«sclence majors had no. stat15t1ca1 sxenlf“cant
;gdlfference on the Embedded Flgures Test,
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 Science : Nonf5cience
Ne24 Na73

9.76 10,57

Reject the Hypothesis

DISCUSSION OF NON-STATISTICAL OUTCOMES

1. Each instructor of record will'be'eneouraged to participate in the
testing and interpretation of the results, Thus, they will Beeome more aware
of the variations of styles of themselves and their students.

Results:

\

Of the f1ve 1nstructors whose students part1c1pated 1ﬁ thlS research

. éroject, all were encouraged- to participate in the testing. One-was a.msnber ‘

| ef the project team and had taken the test batteries‘prior to thls,tlme. Only

one instructor took the total battery of test instruments. All"iﬁstrﬁeters‘j

were present and participated in the 1nterpretat10n of the results of the testlng.vd;

Actrye qpestlonlno and class discussions which ensued, conflrmed the1r 1ncreased L

awareness of the variations of styles of learnlng.

2. The results of the pilot study will be presented to interested fecuity membersffﬁ
at the Fall Workshepiin‘Apgust. This will further an unaersianding of the

| nature of cognitive styles'of our stddent'ﬁedy. |
. Results: | ;
A brief one-page summary will be placed in the facultyVhail'B&xes‘ﬁefere
- the fall workshop.‘ An ailocation of time for a brief presentatioh;made‘by‘the

panel of research participants, will be provided by the Dean of Instruction.

-

~ 3. A need for better ¢ jagnostic and retrieyal systems for student data will

" he more apparent.
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AResults:
| Tne diagnostic instruments the school now uses for placement in English-
and math sections are the ACT, ngh.School Averages, and Engllsh.and math scores.
The ACTFs a test that takes three hours to complete and the resultlng scores
measure achieyement in math, English, and reading. All scores are used for
placement in entering English and math.classes 1ntermedlate studles classes and/or 4!
total program, and cut- off scores for entrance in the Nurslng Program
- Students that have transferred enter as part time, or who haye ﬁeen out .
. of hlgh.school for over two years, or are oyer twenty-one, are not requlred to
take the ACT, As our mean age of enterxng\student increases, fewer students are’
required to take this 1nstrument.
The retrieval of the ACT scores and ngh.School Averages of approximately
" 100 students took, on an average, one minute per student. Of the folders‘consulted;na

1. 15% of the sample had both English and Composite ACT acores,and the
High School Average. ' :

2. .01% had only the ACTFscores.
3,  15% had only the High School Average.
4. 70% had neither score recovds.
,These results may only reflect our unusual student clientele during the summer

sessions,

4. Tnadequacy of the current pre-admission routines will become evident.

Results:

Of the approximately 100 subjects used for the study, 60% had folders

that were in our files, and 40% had no folder available. Retrieval results are

- listed above in result #3.

DISCUSSION OF FUTURE RESEARCH

At the present time the college is using four predictors of academlc

' success (Bngllsh ACT Composxte ACT SAT, and ngh School Average), all of

82v.‘ -
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;  which are cumbersome or impossible to obtain, as is decisiyelyApointed out in

;: another ‘part of this report. If the ACT scores are valid predlctors of success

- (most. colleges use them for admittance and placement of students) and 1f a QPI
(Quallty Point Index) is the scorxe measurxng succe:s, we can expect a high

correlation between the two scores:

QPI

"~One of the main purposes of this study was to obtain factors correlating with
“the ACT scores and hopefully correlating with the QPI,

As an example of the use and misuse of the data 6f the study, it was found
. that the vocébulary score correlated highly with the English.ACT:score. This
?Eannot, however, be interpreted to‘méaﬁ that ‘hé short vocabulary test is a ..
 good pfed*ctor of QPI, A high coxrelation &etween yocabulary and Englxsu ACT

coald be illustrated hy Venr Dlagrams in seyeral vays, some of which predist

‘academic. success and some of whichjd?gé%.

CEN ACT QpI

yoc -
; - yoc |
Vocabulary is as good Vocabulaiy s a poor, Vocabulary is a better
a predictor of QPI as. - predictor of QPI “predictor of QPI than
is ACT. - o B - 1s ACT

The principles illustrated in the ahove diagrams may help the reader under-

stand possible relationships of factors which need further study,

I
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It ¥s strongly encouraged that thé college authorize a larger and more
. extensdye study'in the near future, using a sample from the':egulér student
‘body (Ancluding QPI's, ACT's,. and High School ayerages), This could test to see

"if ACT scores do predict QPI'sbadequate1y~or if in fact, some of the simpler and

-

. shorter tests descrihed here do an equai or-befter job of placement of students.
‘Specifirzlly; the answers to the following questions could Be usefu1>t§'th§‘college: lﬁ
1. 1Is the compbsite ACT score a yalid predictor‘of QPI for our students?

2, Is_the English ACT score a yalid prediétor of a student's sucééés in
the English Sequence? , v ‘ ‘ R

3. 1Is tﬁe vocabuléry-test a yalid predictorbof the QPI?

4, 1Is a combination of scores suchsas Vocabulary, Following Lirectio.s,
Impulsive Index and High School Average a good predictor of student success
as measured by the QPI? - S :

5. 1Is a score on a writing sample a good prédictor of success in cur
Englishgcourses,vas measured by the English grades? ‘ ,

6. Is a score on a writing sample a good predictor of general acadenic
success, measured by QPI?

7. Can other cognitive tests diagnose and/or predict potential writing
deficiencies?

8, How can the development and utilization of new teachivig strategies
complement learning variations?

9. Are the factors of Impulsivity, Receptivity, and Categorization good
indices of academic success, as has heen suggested uy E.T.S.?

10. Do students select faculty with compatible styles?
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APPENDiIX A

May 10, 1976

;-HEMO_TO: Dean Brause
FROM: David Xingsley

" Re: Proposal for Cognitive Style Summer Grant

e ke

'This is an initial request for funding of a Cognitive Style pllot
study to be carried out during this Summer Semester.

ifThe following outline of events are suggested:

1. Obtain a writing sample from summer school attendants
designed by members cf the Hu ianities DlVlSlon under the
direction of John Dalhberg. - :

2. Administer six Cognltlve Style Test batteries to students
- taking humanities, psychology, and biology courses durlng‘
~ the first summer semester. (Donna Walsh Dave Kingsley)

3. Score writing samples and Cognltlve Style exercises.
(Gohn Dalhberg and Toni Dempster), (Dave Klngsley,
and Donna Walsh)

4. Tabulate scores and obtain high school averages, ACT scores
and QPI's from student files (Donna Walsh)

5. Key punch data for SPSS routines Multiple Regression,
Correlatior studies (Work study Key punch operator)
(Dave Kingsley and Gisela Hoffman supervise)

6. Interpret Cognitive proflle w1th students., (Team: John,
Donna, Dave, and Toni). :

7. Program, run, and evaluate SPSS Data. -(Dave Kingsley and
Gisela Hoffman).

8. Interpret the data gathered. (Team)

9. Write a narrative . .r £zll faculty wnrkshop explaining the
.51gn1f1cance of the Pilnt Study. (John, Toni, and Dave)

-10. Present findings to interested faculty during workchop.

1l1. Fropose continuation of study with a 1arger sample before
the Commencement of the fall semester.

dq :

cc David. Klngsley

' Donna Walsh ‘ 8
John Dalhberg

© _ Toni Dempster

ut
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APPENDIX B

June 3, 1976

. MEMO TO: Dean Brause

FROM:  David Kingsley
~RE:  Research Project: -The Correlative and Predictive Nature of
Selective Cognitive Styla Test Batteries.

A pilot study will be conducted this summer to detam:lna selected

cognitive styles of a non-random sample of community college students.
A writing sample will be requested from each participant. togather with

a test. battez-y of six exercises. ‘The writing sample will be correlated
- . with the various cognitive’ test. batteries (5). Along with thesge samples, .

'students records will be reviewed for ACT scores, high school _averages
and other relevant data. This information will ‘be used in a miltiple
regression study as. predictors o¥ comitive style - English composition
interdependencies, '

Swmmer Res i Grant Proposal

A teim of five staf’f vemberys will cazrry out a ri,earch project on’
the prefma 4 coanitive gtyles of a sample of app-oxingtely 100 students
registered i *he suriver saasiox S ,

@uesticn: Is there ¢ relationship between a atuden*&‘s cognitive style
‘ana his perfo-—manc'e on Engliah compesition assignents?

Kkesearch nesign :

Approximna aly s8ix sections of surmer school. pazrti.cipanta td.ll be
‘given a battery of five cognitim style exrarciﬂea to conple*e. Thay will

also be request2d co submdf a wratlng sawple for the sividy. The instrue-

tors :lnvolved in *me study ~e those teaching Engliqh weychaleny,

' Sociology, and Microbiology.

100 stude:s - a. siritirg Susple
| . Test Y;a,tteri‘es T _
© 1Y Tdentical Pictires 1 2/2- 1 1/2 Receptive
2) &:wbol:. - 10 nin, Precaptivo
3) Scrambled words 10 min. Intuitive
4) Folloving:Directions 13 win. Systematic
8) “roup Bubedced - 20 min. - ZField Dupendent/
- S Independent:
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Dean Brause -2~ June 3, 1976
~ Hypothesis:
. 1. There is a correlaticm between wr” ting skili: = ¢ one's cb@itive
style. : -

2. Cognitive stylés are predictive of academi~ s. .2ss in English
(High School average, ACT scores).

3. A greater vportion of the non-random sample will test to be Field
Dependent, Intuitive, and Receptive. (Most of our student body
aspive toward the humanities/social science curricula).

4. Studcrits testing high on Field Independent test battery will have
a high writing composition total score. (The converse of this
hypothesis will also be true.) A

5. Science majors will have different patterns of cognitive styles than
non-science majors.

Assumptions:

1. Students will be motivated to perform well on these test batteries
since they will be gaining some insights into their preferred learning
styles. .

2. The vocabulary exercise will identify low-student motivation levels
and facilitate the elimination of question~’ e data.

3. Testing fatigue will not be a factor because of the short duration
of each exercise.

4. Tre testing enviromment is conducive for good results.

5. e sex, time of day used in testing, and maturity level of each
student will not bias the test results. .

Expected Outcomes:

1. Each instructor of record will be encouraged to participate‘ in the
testing and interpretation cf the results. Thus they will become more
aware of the variations of styles of themselves and thoir students.

2. Furthermore, the results of the pilot study will be presented to

- interested faculty members at the fall workshop in August. This will
further an understanding of the nature of cognitive styles of our
student body. '
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-~ Dean Brause - =-3- , June 3, 1976

E:xpa: cted Outcomes

‘3.

A need for better diaqnos*ic and retrieval systeme studen'l:

‘data will be more apparent.

-Inadequacy of current pre-admission rouuines will becone

evident.

;i "Alterhatives to pre-admission testing rcutines‘ will be evaluated,

Diagnostic and predictive e6gnitive style exercises will be
: devvaloped to identify potential writing difficulties. fn

Paculty and eounseling staff will bem moxe knowledgeable
atout the variations of learnine styles of our students so that -

‘we . can modify the counseling, teaching erwironment to meet a’

broad spectrum of students’ needs,

New teaching strategies will be studied and attempted to comple-

" ment learning vaxiations.

.. Staff will ba e.ncouzaged to participate in a oontinual investi—

gation into the cognitive styles of our studenta throughout the
fall gemester. FPour hundred copies of tests .re available for

this purpose.

Uy ¢
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| APPENDIX C

¥1 EQg1i$h Writing Sample . - Name.

‘Sociél'Secuiityv#'-

" ..It is common to hear that people are a "product of their environment."

- This statement often is used to explain a nuaber of act’ons and thoughts, ,
/- but it often 'does have some truth as we Teact in terms of our past. Describe
© in detail, one aspect of your past enviromnment that has influenced your life: .
- a person, an activity, a trip, a book, a possession. Once you have clearly

- .described this, explain completely why and/or how it has had a significant

~.'influence. ST ‘ _ o o
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APPENDIX D

. Directions for the First Test Session

B " I'm working on an Instructional Research Project for the school, and
" would like your co-operation in taking afew testing instruments. The results
Cwill be available to you personally, .in a week or so, and will be kept confi-
.. dential. Tha results will have no influence on your grade in this class.

N There will be 2 instruments given today. The first one will take approx-
,imately 20 minutes.

. GEFT Directions Materials; stop-watch, test booklets, pencils

Distribute test booklets and pencils.

"rill in the information on the mover page."”
. "Now -start reading the Directic..s, which include 2 practice problems for
iyou to do. When you get to the end of the Directions on page 3, please
- stop. DO NOT go beyond page 3."
, Proctor circulates the room making sure subjects are doing the 2 practlcn
_problems correctly and they do not go on past ruge 3. When all have finished,
: "paefore I give the signal to start, let me review the points to keep in
'mind."” Read the statements at the bottom of page 3, struessing the necessity |
~for tracing all lines of the Simple Form, including the inner lines of the
.cube, simple form 'E', as well as for erasing all incorrect lines.
' "Are there any questions about the directions?" :

Pause to allow questions.

"paise your hand if you need a new pencil during the test.”

"When I give the 51gna1, turn the page and start the First Section. You
will have 2 minutes for the " problems in the First Section. Stop when you
reach the end of this section. Go ahead.”

Proctor circulates and times.

After 2 minutes, . v
"STOP. Whether vou have finished or not. When I give the signal, turn

the page and start the Secor.. Section. You will have 5 minutes for the 9

problems in the Second Section. You may not finish all of them, but work as
quickly aznd accurately aj you can. Raise your hand if ynu need a new pencil
during the test. Ready, g5 ahead." . .

After 5 minutes,
"STOP. Whether you have finished or not. When I give the signal, turn

the page and start the Third Section. You will have 5 minutes for the 9
.problams in the Third Section. Raise your hand if you need a new pencil during
.thz test. Ready, go ahead.” ‘ :

After 5 minutes, -
"STOP. Whether vou have finished or not. Please close your test booklets.”

Collect all booklets and pencils.

‘from Manual, by Witkin, Oitman, Raskin, and Karp, 1971

x

"Vltlng qample

o The next instrument is an Engl:sh Writing Sample. Please fill in the infor-
ﬁation o the top of “he white page. Read the directions and write your response
’bh tie yellow paper. Yon may write your S. S.# on the yellow paper instead of your
If you needzhore paper, raise your hand. You have 40 minutes to complete

[:R\!:LS 1nstrument. fPeople were allow=d to leave when flnlshed )
X ‘ e L . . an

'ﬂ:nn-«
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APPENDIX E

STUDENT 'S COGNITIVE PROFILE

Sectlon .“ ..~ .. Curriculum Cole , - Name” |

June 1976 . . K . Soc. sec. .
, o

| |

% : S : COGNITIVE INSTRUMENT

25pe111ng and Mechanics . ... ] Identical Pictures

/Do they have command - Receptive -

:of grammar and spelllng?

.Sentence Structure ‘ - * Symbols

Can the students write o Preceptive -
+in complete sentences? ‘

hAre the sentences clear

-and smooth?

-Paragraphlng .} Scrambled Words
‘Do all the sentences ) - " Intuitive -
‘within a paragragh
‘contribute to one

‘main idea?
LOrganizatxon ‘ | ] Fdllowing Directions - '

EHow are .ideas linked? . ‘Systematic -
‘Are there clear : '
vatelationships established

between ideas° ittt .

PSR

Content : e . .....— .} Group Embedded Pigures ,

Has the student related ‘ Field Dependence/Field Independence
the ideas clearly? Has ' o )

the idea been effectively

§upported° ‘ L [
WRITING TOTAL J VOCABULARY TEST . o
Sample wrl ;nq ‘Ave. ; ‘ ‘ | -Sample Vocabulary Ave. . :

[Kc 3

wll Toxt Provided by ERIC
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Directions for the Second Day of Testing

Today you will take 5 short test instruments. They are designed to identiiy
- ways that you function in respect to learning. There are different ways we all
. learp,some better than others. All these learning styles are different, some
.-are easier than others, so some tests will be easier than others for you. When
we interpret the results of these instruments, you will know more about your
- ‘ownvindividual style ot learhing. :
~'TPest Order
- 1. Scrambled Words ‘ -,
2. Following Directions ’
3. Vocabulary
4. Identical Pictures

5. Symbols

‘Directions for each instrume

. Place ybur name at the top of the paper. Read the first page and look up
'when you are finished. Any Questions? You may begin.

(Time each instrument, as shown on the first page of the instrument.)
Collect aftexr finished, and pass out the next instrument.

92
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STUDENT'S COGNITIVE MAP

Preceptive
——-20
" g 15
—4-10
45
sfSystematic' | | | | ] { | | Intuilive
1 n | ] ! 1 g I
20 15 10 S ‘ 5 10 1s 20
——5
- ~1_ 10
-~ 15
120
‘ . Receptive
Interpretation:
?ield Depéndent/rndependqqp“‘
| 'Sample average is
TSNS IS R IS Y Rt IS SN RN B -2
T 1 | l 1 B
0 5 10 15 20
:ﬁtérprétatién:
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Implications

It is at best disappointing to find no relatioiiship between the cognitive
- style measures and writing. Perhaps there is none and other -a;rpr-nacﬁes to
writing problems must be utilized. However, Joe Taylor's report {se¢ Chapter III)
seems to suggest their may be. If student's can use cognitive style information
to assist each other in improving their writing, cognitive style could seem to
be related to wrltmg in some way. | |
‘Perhaps what is needed is an al ternative way of loolcmg at the evaluation
of the written assigrments. In both of these studies faculty were asked to
grade the written lassignnents on rather traditional criteria such as grammar,
senténce structure etc. - Joe Taylor's .s'tu.dents seem to be ‘sugges.ting' that
cognitive influences their approach to a particular type of writing assignment.
'i'here may be other influences that are not suggested by the réports in this
lvolunn Unfortunately, even though the questlon is critical we seem to haws
'fewer "'good leads" on the direction to take in obtaJm.ng any answers.
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Chapter VI
COGNITIVE STYLE AND CAREER CHOICE

The Monroe Commmity College team dec:l.ded to focus thelr study on
 the relationship of cognitivei style to career qﬂoice. There is ccxisid—
-;ver;able presidence in the literature on field deﬁerxierlce4mdeper1del1ce to
»bsuggest that such a relationship exists. The questlon is also a critical
~one for crmnunlty college s which serve lavge wuubeis of occupational
~ students. | ST

This study was conducted with Develo;mental students. The cogpitive
; style assessed was field depende:lce-mdependenca.

96
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FINAL REPORT OF PROJECT CASE STUDY

MONROE COMMUNITY COLLEGE - Joan Wilson
’ : A. Rosica.

SECTION I C. Richardson

,nggthesis,

After exposure to a vériety of career choices, a student will choose a career
field compatable to his cognitive style as determlned by the Group Embedded

Figures Test.

. SECTION II

Population

The population for this study consisted of 21 Developmental Studies students
enrolled in the course, GST 091, Reading Writing and Interpersonal Relation-
ships. The students were enrolled in Developmental Studias becauss of their
need for work in basic skills as determined by the admissions counselors
after an interview and a review of their high school records. There +:-~=z 10
women and 11 men in the study. Their ages ranged from 18-37.

Procedures

Each participant was given the Group Embedded Figures Test in February, 1976.
The test was administered by Kay Martens of the Two Year College Development
Center.

During the semester emphasis was placed on career decision-making skills.

Effort was made to acquaint the students with the various career options open
to them at the College in terms of specific career programs. A variety of
exercises and techniques were used to implement this goal Some of them were-
as follows:

1. Values Clarification exercises dealing specifically with the world
of work: foxr example, values continuum containing items pertaining
to job conditions.

2. Weekly visits by career department chairrersons to describe the
various career programs within the College.

3. The Strong-Campbell Interest Inventory was administered to each
student in March, 1976. A private conference was scheduled to
discuss the results with each student.

4. “.EechﬁérudenrkeempieredwebstﬁdentvPersonal Profile by using the
Occupational View-deck.

5. Each student made a community visit in a specific career field and
presented an oral report to the class.

6. During the last two weeks of the course,. each student 1dent1f1ed
a career choice. . 97
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Results of Data

1. Total Sample

It was found that 19 of the 21 in our sample, or 90.5%, were
rated as field dependent on the Group Embedded Figures Test.

. Two of our sample dropped out o% the program before comple-
~ tion.

Of the 19 remaining in the sample, 11, or 58%, chose career
fields that were compatible with their cognitive styles; 1 did
not select a career; 1 chose a field not compatible; 1 made no
choice, and 6 made choices in areer fields we were unable to
classify. '

2. Field Independent

Two of our sample were classified field independeht; 1 chose a
technically oriented career; 1 chose a career we wzre unable to

categorize.
3. Field Dependent

We found that 19 of our sample scered in the field dependent range
as determined by the Group Embedded Figures Test. Of the 19, 10

" chose careers that were people-oriented; 5 chose careers that we
were unable to classify in terms of field dependent, field inde-
pendent; 2 dropped out of the program before completion; 1 made
no choice; 1 field dependent person chose a field independent

career.
SECTION IV
Conclusions

- It was found that more data is needed to determine whether career selection
in community college programs fall into the category of field dependent or
field independent. All of the research available pertains to four year col-
‘'lege majors. This data is necessary in order to make any valid conclusions
concerning our study. '

We found that 58% of our sample chose career:s compatible with their cognitive-
. style as determined by the following statement taken from Accent on Learning
. by Patricia Cross, page 121.
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The social orientation of field dependents carries over
into their choice of a college major. Field dependents
_tend to choose fields of study that involve people and
human relations--social services, counseling, teaching,
business. In contrast, field independents favor the
sciences mathematics, physics, biology, engineering.
Furthermore, field dependents who initially choose a
science major are especially likely to change their major--
from the sciences to a more people-oriented field.

We found that some real gquestions exist concerning the reliability of career
choices of Developmental Studies students after one semester in a community

college.
SECTION V

Suggestions for Future Projects

Offered a variety .of-decision making tools, is there a correlation between

cognitive style and the methods of exploration used? @ Specifically, what
are they? ‘ . '

Tc. what extent have field dependents made career decisions based primarily
on role models? If so, what is the cognitive style of the role mocdel?

Is there a correclation between cognitive style as determined by the Group
Embedded Figures Test and career program choice in the community college?

Which career programs in the community college are field independent and
field dependent oriented?

998
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; Implications

- e

- As this studj suggests £ further research on the educational - vocational
ch01ces of ccmnunlty college students is needed. Such an implication has
also been suggested by Sankar Sastri's studv (see Chapter IV). This type of
information should be helpful to faculty, cc:mselors and students

 Much. -emphasis has beeri plar:ed in previous chapters on the mstructlcnal
k 1mp11catlons of cogn:LtJ.ve style. Coxmselmg programs can also benefit for
the use of this information. While the flnd:mg of thls study does not provide
: "results' on the question, they raise important questions for additional
research and suggest an important role for career guidance. |

100




97
Chapter VII

PROJECT INFORMATION

This chapter contains data compiled by project staff on the college
projects and a staff project. Bernie Rotundo's report smma.rizés the
procediral aspects of the campus pr;ajects.. This information on the time,
._costs. end persomel involved in the projects provides some insight into
the work involved in the proj écts. ' Dermis Nielsen report on testing
vsmmari‘zes‘ the procedures used and the mumber of students involved.

| An interesting aspect 6f Project 'Priority~0ccupational Emphasis, at
least for the staff, was the development of a staff case study. This case
vstudy which focuses on match—mlsmatch of partic :Lpants and activities, was
implemented at the March workshop. Although implemented in a staff development
-sétting, ;ibject staff see it as easily replicable in a classroom setting.

The chapter concludes with the implications of the campus projects in
genera.l These implications were suggested by participants following the
presentatl-ons of reports at the Sumary Activity. They have been sumnarized
by Kay Martens. |

101




98

Summarization of Procedural Reports
of Campus Case Studies
Bernard Rotundo
Two-Year College Development Center

Participants in Project Priority: Occupatiomal Bﬁphasis were asked to
report on the logistical aspect of developing and carrying out the projects
o their campuses. This reéort provides a summary of all the case 'st:‘udieS
to give the reader illust;rations of the procedural aspects qf‘the partici-
?ants nrojects. Participants were asked to complete a form for Project
s‘taff. The forms dealt w:.th a mmber of issues in developing a project, .
for example the number of peoplg ‘involv‘ed, an estimate of the costs and
“ime »imrolved, student reactions and faculty reactions.‘

~ Of the thirteen projects reported, eight were done by individuals
md five were done by teams. The projects mainly dealt with one of the
‘our basic research questions developed by the project staff and the campus
:onsultants. A few dealt with issues related to individual irAxterests.

In terms of people involved,{;"me individual projects ranged from 21 to
fOOﬁstudents and faculty. The team projects ranged from 17 to 459 students
md faculty. Project staff was concerned with the amount of support the
:ampus provided and whether approval was necessary in carrying out the campus
>‘roject.‘ Tean‘i“ﬁrojects tended to need less approval than individual projects
)recause usuélly the person who would be in position to approve a project was
;enerally a member of the campus teams. The types of people who usually
iant‘ed the approval were college presidents, deans of instxuection apd
lepar tment. chairmen. ‘, )

‘ The project staff was interested in the amount of time that was
eeded for the development and carrying out of the project. Categories were
;;—:t up for a breakdown of the time imvolved. Again the projects were divided
| 102
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mto team pro;ects and md1v1dual projects.

Range for Team Pro_]ects _Ind:v1dual Project
A. Plaming 8 hours - 3 weeks 3 hours ~ 30 hours
B Developmg Materials 2 hours -~ 5 days 1 hour - 20 hours
C. Testing, Scoring,

. Exploration and - .

.. Returning of Tests 18 hours ~ 370 hours 2 hours - 47 hours
D. Writing Up Case R
. Results 2 hours - 25 hours -2 hours - 40 hours
E. Total Time Needed » : » |

.- to Plan and Imple- ‘ ‘ _ . ‘

- ment Case Study 75 hours - 478 hours 27 hours - 132 hours

| In analyzing the amounts of time needed it can be seen that the team
pro;;ects took a considerably greater amount of time than dJ.d the individual
pro;jects Part1c1pants stated that because of job respons1b111t1es and other
comnlmmts team meetmgs were often dL.rlcul*' to arrange. The planning and
test:l_ng appeared to need the greatest amount of time. .

] “To con51der replication of pro_]ects and designs for future projects, staff
was mterested in the types of materlals neec ‘d and the costs incurred. 'Ihe
results indicated that the team projects as well as the individual projects |
used basically the same materials. The tests, ''choosing a path', "paper folding",
"werbal puzzles”, "scrambled words", Group Eubedded Figures Test, Hidden
Figures, Strong Campbell Interest Inverltc;ry were used by the majority of
participants. The miscellaneious materials used were transparancies, paper
aﬁd pencil, duplicating materials, etc. Costs incurred for projects ranged
ﬁ‘cm $0, (Project staff provided some materials) to $1,500 (for 500 tests).

I’he total costs of the projects including salaries of those involved were:
. Individual Projects.- Range: $457-$2,030 with a x of $690
Team Projects - Range: $510-$2,448 with a x of $1,495.

It shmﬂd be noted that .the cost of faculty time is computed in the total
costs Many of the fuct:.ons are performed during the acadam.c day and scmester

and are not above and beyond the normal salary of the faculty member
1 0 3 A
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7 Irxclu&ed in the project staff procedural form were questions on faculty
and student reactions. The students generally were favorable to involvement
J.n the project. There comments range from 'willing" to 'not interested.
Eadllty reactions were generally favoragle with comments ranging from
"positive'’, “curious" to ''skeptical’. Tie Project étaff mqu:.red if the
thlrteen participants plarmed to contimme to work m.th cognitive style next
year Theve were 12 yes's and 1 "I don't know'' which was noted that the
oartlclpant was not sure of a team involvement but def:mltely yes as an

md1v1dual participant.
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Surmarization of 'l‘estingProcedures |

Demu.s Nielsen -
Dept. of Curriculum & Instruttion
State University of New York at Albany

| Aseessxxiezit of two-year collegé' stuients' : cognitive Styles;re; a major

“f‘ ’l’effort‘ of . project participants. "I‘hese data were requested by the project .»

staff for the specific purpose of generatmg ca:mmty college student norme for ]
j;j."each assessment mstnmmt " To prov1de cons:Lstency of testmg, spec:.flc assessment
f:i_’"‘mstnments were suggested. . The Group Embedded Flgures Test (GEFT) was suggtsted
for use in measurmg the extent of Field Independent and F1e1d Dependent style |
1.:.of students. D:Lrectlons for the administration of the GEFI‘ could be found in the

'; ‘- acconpanymg marmal Road Slgns Test, Identical Pictures, Scranbled Words and |
_" “.Followmg Directions were suggested for measurmg the I“k:Kexmey Model of Perceptlve
Receptlve Intuitive and Systanatlc, respectively. Dr Nelson developed mstructlons. '
- for. admnlstermg and scoring the McKenmey Model Test Battery These :Lnstruct:n.ons |
kltwere ‘distributed to each project participant. They are as shown on the attached .

'sheet.
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All participants vretizmed the results of Cogni rive étyle_assessments.

The mumber of students assessed by each instrifent ;. yepOrfted.

ASSESSMENT ‘ NUMBER OF
Hidden Figures ‘ 758
Paper Folding 708
Identical Pictures 250
Scrambled Words Part I - 277
Scrambled Words Part I & II - 498
Choosing a Path ‘ 505
Verbal Puzzles 503
Road Signs ‘ | 58
Maria College Inventory 101

Although there were sufficient number of students to develoP Dorms, adminis-
" tration of the mstrtmmts lacked consistency. - Thig sa,erl}’ limited confidence _
© in the norms. Trends, h’owever,‘ could easily be idenpjfied 24 were discussed.
| To gather more consistent information in the futyre, P& ticipants were
_re?quested to recall the instruction on the McKefMey \ 401, To aid in ea‘ée";of
| reportlng, an informational matrix was distributed, ,q;c matrix contains
- reporting cells for project participants to .quplete. apd retyn to the Center

~staff. This matrix is attached.

It is hoped future efforts ‘of project g?articipants Wiil generate sufficient

- data for the const'ruct‘ion.‘of valid two-year college student 1Orms, These norms

will then be disseminated for comparison purpeses.
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- TWO-YEAR COLLEGE DEVELOPMENT CENTER
State University of New York at. Albany

Karen E. Nelson
 May 1976

INSTRUCTIONS FOR ADMINISTERING AND SCORING :%KENNEY MODEL TEST-?ATTERY.

Preceptive: ‘ " - S -
Road Signs Test - 5 minutes. Instructions: The signs are to be , A
internmational (no word on the sign itself). However, if you want to write

‘ a word designating’'a drawing (e.g., cow with an arrow to the drawiag), ..

.~ you may. ’ e - . o

Scoring -~ Count the number of signa.dtawn'aﬁd the number of categories used.
When creatin: the distribution use #signs/#categorigs. ~For example,

#gigns

categs.
- Signs Categories Ratio
§2 15 A ’ 5 3.00
53 16 8 2.00

.Since a preceptive style involves conceptual clustering, a category - ;
(e.g., restaurant) should elicit several associations. When I examine
preceptive scores I compare the distribution for both ##signs and the ratio:

82(15) $3(16) $1(22)

(s3)2:00  :  (51)2.75 (52)3.00 &

X

Here S2 1s lowest if I look at the ‘fsigng, highest if 1 100E§ﬁ§ the ratio.
I check his drawings to see whether he seems to be'workiqg§with multiple
associations (preceptively) or gererating variations on :Z single theme

(a receptive or systematic strategy). At Glens Falls, the ratios worked
best and I juggled a ranking only a couple of times, so this control may
not be worth your while. Use it ohlywif'you want a more precise ranking
or if you find huge discrepancies between ranks assigned by #signs and

those assigned by ratios.

Receptive:
Identical Pictures (1 1/2 mins. each half)

Scoring: Calculate # correct and # errors
. 8core = correct - 1/4 (# errors) _
errors are those wrong, not unattempted

Intuitive: _ :
Scrambled Words (2 1/2 mins. each half)

-~ --8corings: # correct;#-errors
score = correct - 1/3 (# errors)

Sysﬁematic: ‘
 Following Directions (3 1/2 mins. each half)
‘Scoring: # correct, # errors (cont'd n pége)

score = # correct - 1/4 (# errors)
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n

If your're administering the instruments to more than one group, use
different test orders. I use time and task to alternate, e.g.,:

Grp 1l:

Road Signs (5 mins. visual, drawing)

Scrambled Words (5 mins. verbal, reasoning)
Identjcal Pictures (3 mins. visual, objective)
Following Directions (7 mins. verbal, -easoning)

Grp 2: Grp 3: Grp 4:
IP RS Ip
FD ‘ FD SW
RS 1P : RS
5 : SW FD

After instruments are scored, rank raw scores:

e.8.,
1 ~ 50
7
If you have under 30 subjccts, use caly 3 ranks, over 30 use 5, over 50
‘use 7. If 35 subjects, those subjects with the lowest 7 scores are
assigned the rank of 1, those with 8th - 15th scores rank 2, and so om.
With all 4 dinstruments each sutject ends with a prefile:

Rank
Sl: R.S. 1
S.H. - 2
I.P. 4
F.5. 5 ar
His profile is: == _
' i
|
!
S I N N i T I
[ B ¥ —I'- ] 1 T % ) -

His style 1is:
Systematic Receptive

If the rank difference on one dimension ig two or more, you can be reasogably
confident that the individual has a style. Differences of 1l are treated

as 'maybe or neutral' (Over, fifty subjecsa, 'maybe', less than fifty 'maybe

or neutral' is safer). ' v

AR

~Asking subjects for feed-back 1s always advisable. Give them the profile,
explain it if they don't know the model and ask if it makes senge. If

" possible; uge the inventory as well as the test battery and compare the

- two separate style estimates.
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Send t°= :.‘ ,r o

Two-Year College Development Center

" State University of New York at
Albany .
135 Western' Avenue ‘
. Drpaer Hall, Suite 049
. Albany, NeW'York 12222
Sex
Other-Please Specify
: Papet Folding
Scrambled Words
| Identical Pictures
Choosing a Path .
Verf:al Puzzles
% I I T B -y} | |Road-Signs # - . /'
Road S:lgns #ICategory
1
' Hidden Pigures ir
o B | : i B - |Group Embedded .:_.-
1 1 ; : -4 |FMgures Test Ak
‘ _ : : 1 » |Maria College Inven.‘ .
Receptive . ’
Maria College Inven _
JPreceptive "o
Maria College Inven. ‘
Systematic e
Maria College Inven., ‘
Intuitive
Other-Please Specify o
Grade Point Average .’
(B O TN . -".'- .-? .-.- 00-70.- ven.0.sfaevecagn ---'.~‘- ®em. 0o N ..-- . - ‘- B e --'- --‘ m. -"----u - |
. lcourse 1n whicn B
Student was tested . . -
Major Field BT
-]0ther-Please Specify
1(‘9_ ] | |other- Please Spe~ify -
4 b1 LT lotherrrense spectey
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TWO-YEAR COLLEGE DEVELOPMENT CENTER
State University of New York at Albany

FINAL REPORT OF THE WDRKSHOP CASE

Dennis Nielsen =
Dept of Curriculum & Instruction

| Hzp_othesis | SECTIQN 1

Hl Community college facultx.who are matched with session presenters on
the Field Independent/Field Dependent dimenaion, rate the compatibility
of their learning style with the instructional method of that session
‘significantly higher than community college faculty who are mismatched

H2: There is no significant compatibility of learning sgyle difference
~ between community college faculty who are matched with their session
presenters on the oystematic/Intuitive dimension.

' H3; Systemaric community college faculty's learning styles will be signifi— .
- cantly more compatible than Intuitive community college faculty's °
learning styles for the instruction methods of Lecture (Large and Small ‘
Group), Independent Work and Testing ’ S '

HA:»Intuitive community college faculty's learning styles will be signifi-
cantly more compatible than Systematic community college faculty's -
learning styles for the instructional methods of Discussion (Large and
Small Group), Individual Conference, Hands-on-activity, Social Time
and Question and Answer

Hs. Field Independent community college faculty's learning styles will be

‘ significantly more compatible than Field Dependent community college
faculty's learning styles for the instructional methods of Lecture
(Large and Small Group), Independent Work and Testing

‘HG: Field Dependent community college faculty's learning styles will be
significantly more compatible than Field :Independent community collegef -
- faculty's learning- styles for the instruction methods of Discussion. . =
(Large and Small Group), Individual. ConfereLce, Hands-on-activity,A
.Social Time and Question and Answer.

Questions

Q1: Which methods of instruction are most compatible with the learning
styles of Systematic, Intuitive, Field Independent and Field Dependent

- community college faculty?

Q2: Which methods of instruction are least compatible with the learning
styles of Systematic, Intuitive, Field Independent and Field Depeudent,
- community college faculty?
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SECTION II

Population

The population for-thia‘study cchsisted of 31 community college faculty
participants in the Project Priority:Occupational Emphasis Workshop.
This workshop was conducted by the Two-Year College Development Center
of SUNYA. - : ' : '

Procedures

At the opening session of the Project Priority:Occupational Emphasis
Wrkshop, each participant was given the Reaction Survey Form (RSF).
This instrument was designed to measure the compatibility of each in-
structirnal method used by the workshop staff with each participant's

learning style.

For each identified workshop session, the participants were to select
the instructional meihed(s) (Lecture Large Group, Lecture Small Group,
Discussion Large Group, Discussion Small Group, Independent Work,
Individual Conferen@e,»Testing;“Hands-on—activity,.Social-Timeuorw
Question and Answer) that was used by the project staff to meet the
objectives of the session. A definition of each method was included

in the instructions. Each participant was then instructed to rate

each method as it related to their learning style. - The rating scale
consigsted of a 5-point Likert type scale with 1 designated tp identify
the method as very compatible with h/her learning stylz, a 2 defining
the method as somewhat compatible with h/her learning style, a 3
identifying the method to be neither compatible nor opposed to h/her
learning style, a 4 identifying the method as less than compatible
with h/her learning stylc and a 5 defining the method as not compatible

with h/her learaing style.

Each participant was given the Group Embedded Figures Test (GEFT) in
order to measure their degree of Field Independence and Pete Idelman's
McKenney Model Inventory (PII) to identify their Systematic and
Intuitive preferences.

Participants were growed according to their scores on the GEFT. Those
with high scores (13-18) formed one group. Participants with scores
of 1-6 or 7-12 were placed in a second group. Each of two presenters
for the Testing session reported high Field Independent scores,
therefore, the pariicipant group with high scores on the GEFT were
matched on that cognitive style dimension and those with low scores
on the GEFT (1-6) were mismatched. Those participants whose scores

on the GEFT ranged from 7~12 were dropped from the match/mismatch

groups.

A second matching was completed for the Campus Planning session.

- Systematic participants (those with a PII score from 11-~15 on the
Systematic scale) were placed with a Systematic presenter. Intuitive
participants (those with a PII score from 11~15 on the Intuitive scale)
were placed with an Intuitive presenter. Participants who were neither
Systematic nor Intuitive were identified as In-Betweens and placed in

o a session with a Systematic and an Intuitive presenter. Thus the groups

were mctched on the Systematic and Intuitive coghitive gtyle dimension.
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SECTION III

Results of Data Table I o e

The number of parcicipants, (N) the numbe- uf responses on the RSF (u),
means on the RSF (X), ‘'standard deviations (sd) and t-test between means
of matched Field Independenc and mismatch Field Dependent Community College

faculty
Matched Group Mismatched Group o
Field Independent Field Dependent : t
N n % sd : N x ad
‘18 63 1.92 1.11 6 18‘*”2:28 .83 1.33%

#%p€.10, d.f.=79

It was found that community college faculty who were matched with session
Presenters on the Field Independent/Field Dependent dimension rated the
compatibility of their learning style with the instruction method employed
in the Test session significantly (p%.10) higher than community college
faculty who were mismatched (see Table 1). Although there were 63 respondies
for the matched group and only 18 responses for the mismatch group, it is
comparable since the matched group is 3 times larger than the mismatched

group. Hl was supported.

Table II
The number of participants (), the number of responses on the RSF {n),
means on the RSF (X), Standard deviations (sd) and t-test between mezns
of the matched Systematis and Intuitive community college faculty.

Systematic _ Intuitive
N n ¥ sd N n b4 sd
9 7 2.14 1.07 9 6 2.67 1.63 - - .69 (NS)

NS: Not Significant

It was found that there was no significant compatibility of learning style
difference, tested at p%.10, between community college faculty who were
matched with their session presenters on the Systematic/Intuitive dimension

(Sze Table 2). H2 was supported.
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cont'd - SECTION III
Table 3

The number of participants (N), the number of fesp@naes on the RSF (n),
means on the RSF (X).  Standard deviations (sd) and t-test between means
of the Systematic and Intuitive participants by instructional method.

SYSTEMATIC IRTUITIVE
N= 9 N= g

Ingtructional : -

method n X sd n x Sd t

Lecture Large ‘ 17 2.47 1.097 19 2.42 1.12 NS

Lecture Small "8 1.50 .53 18 2.00 .97 o

Discussion Large .5 3.00 1.22 8 1.63 . .52 TR

Discusgion Small 26 1.77 1.18 44 1,68 .93 NS
. Independent Work 6 2.00 .63 v 8 2.13 .83 NS

Individual Conference ‘6 1.33 .52 7 1.43 .53 NS

Testing 11 2.30 1.16 28 1.82 1.12 NS

Hands-on- 4 1.00 0.00 14 1.07 .27 NS

activity

Social Time 20 1.90 1.07 21 1.86 .96 NS

Questions & 22 2.45 1.53 17 1.88 .93 x

Answers '

* p&.10

kikp L, 01

Although no mean of the ratings on instructional. wethods approached less than
compatible, there were significant differences for the methods Lecture Small,
Discussion Large and Question and Answer. Systematic participants were
significantly more compatible on their learning styles than Intuitive partici-
BOts on the Lecture Small instructional method. 1In addition, Intuitive partic-
ipants were significantly more compatible on their learning styles than
Systematic participants on both Discussion Small and Question and Answer in-
'structional methods. Thesge support portions of hypothesis 3 and 4. No

other ratings on learning styles were significantly different for Systematic

and Intuitive participants.
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cont'd - SECTION III
' Table 4
The number of"participanta (N), the number of responses oﬁ'thé RSF (n), -

means on the RSF (X), Standard deviations (sd) and t-test between means
of the Field Independent and Field Dependent participants by instructional

methods. e
Field Independent Field Dependent
N= 18 - : N= 6§
Instructional , . o
Method ‘ N X ad n X sd t
. Lecture Large - 35 2.66 1.21 13. 2.77 .93 NS
-Lecture Small 27 1.93 . 1.04 3 1.67  1.15 NS
Discussion Large 13 2.62 1.12 © 5 2.00 .71 NS
Discussion Small 68 1.96 1.06 16 1.69 1.01 NS
Independent Work 18 1.39 .61 5 2,20 .45 Kk
Individual Conference 11 1.55 .52 4 1.00 0.00 =
Testing 26 1.67 .9 8 2.00 .76 NS
‘Hands-on-Activity 23 1.13 .46 7 1.14 .38 NS
Social Time 36 2.00 1.01 12 1.58" .67 *
 Question & Answer 43 2.14  1.32 8 1.88 .83 NS
* p&,10 :
**Ap‘}OS
kk#kp€ 01

Although no mean of the ratings on instructional methods ‘approached less
- than compatible, there were s’gnificant differences for the methods
'Independent work, Individual Conference ard Social Time.” Field Independent
participants were significantly more compatible on their learning styles
/ than Field Dependent participants on the instructional method Independent
S Work. In addition Field Dependent participants were significantly more
. compatible on the learning styles than Field Independents on both
Ind{vidual Conference and Social Time instructional me;hods. These support
..portions of hypotheses 5 and 6. No other ratings on learning styles were
significantly different for Field Independent and Field Dependent partici-
pants. ‘ : ‘ , L .
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cont'd - SECTIGN III.

Table 4

Hands-on-Accivicy. Individual Conference and Lecture Small seem to be
the methods of ingtruction, Systematic participants rated as most
compatible with their learning styles. While Testing, Large Lectures
and Qpestion and Answer were rated lease compatible (see Table 3

Intuitive participants rated Hands-on-Activicy,‘and Individual Conferences
. as the instructional methods which were most compatible with their
, 1earning styles. Intuitive participants rated Lecture: Large as least

compatible. (See Table 3,

Field Independent participants rated Indepent work and Hands-on-Activity
as most compatible with their learning styles. Field Dependents partici-
pants agreed on Hands-on-Activity but also included Individual Conferences
as the most compatible instructional methods and their learning stylés

(See Table 4).

Large Lectureo'and Discussion were rated as least compatible with Field
Independent participant8 learning styles. Field Dependent parcicipants
rated Lecture Large as the least compmcible (Sée Table 4).

SECTION 1V

Conclusions

1. It was found that community college faculty who were matched with
Session presenters on the Field Independenn/Field Dependent
dimension rate the compatibili ty of their learning style with the
instructional method. of that session significantly higher than
community college faculty who were mismatched.

2. It was found that there was no significant compaCibility of learning
style difference between college community faculty who were matched
with thelr session presenters on the Systematic/Intuitive dimension.

3. It was found that Systematic Gommunicy College faculty's leatning
styles were significancly more compatible than Intuitive comnmunity
college faculty's learning styles for che instructional method wf

Lecture Small.

4. Intuitive Community College faculty 8 1earning styles were signif-
icantly more compatible than Systematic Community College faculty's
learning styles for the 1instructional methods of Discussion Large

 and Question and Answer.

.
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Conclusions (cont d)

5.

10.

11.

There was no significant difference between Systematic and Intuitive
community college faculty on their learning style compatibility with
the instructional methods of Lecture Large, Discussion Small,

Independent Work, Individual Conference, Testing, Hands-on-Activity

and Social Time.

It wzis found that Field Independent Community Coliege faculty's
learning styles were significantly more compatible than Field
Dependent Community College faculty's learning styles for the
instruc¢tional method of Independent Work.

It was found that Field Dependent Community College faculty's learning
styles were significantly more compatible than Field Independent
Community College faculty's learning styles for the instructional
methods of Individual Conference and Social Time.

It was found that thore was no significant difference between

Field Independent and Field Dependent community college faculty on
their learning style compatibility with the instructional methods

of Lecture Large, Lecture Small, Discussion Large, Discussion Small,
Testing, Hands-on-Activity and Question and Answer. '

It was found that Hands-on-Activity was the instructional method most
preferred by Systematic, Intuitive and Field Independent Community

College faculty.

It was found that Individual Conference was the instructional methpd
most preferred by Field Dependent Community College faculty.

It was found that Lecture Large was the least preferred instructional
method by Systematic, Intuitive, Field Independent and Field Dependent
Community College faculty.

SECTION V

Suggestions for Future Projects

1.

Is there a significant difference between preferred instructional
methods of other cognitive style dimensions?

Is chere a significant difference between preferred instructional
reithods of Community College students?

Doés the presenter significantly influence imstructional method
preferences of differing Tognitive Styles?

Do Field Dependent students prefer Instructional methods which provide
an opportunity for discussion significantly more than Field Independent

students?

De‘C6mmunity College faculty use the methods for their own instructional

practices as those they prefer? Does dognitive style effect this.
hypothesis? v
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- PP:CE
Campus Projects
Implicaisions#

Suggest working with students who are on the extreme ends of
the style continuium.

: Suggest'focusing attentiosn on students who are experiencing
.academic difficulties.

It is extremely important that we know which teaching strategies
and materlals are appropriate for which st:yles. ‘

Sinve we often work with a transient student population, it 1s
providing cognitd:

 equally as important to focus on .the value of _ ve
style information to students. .This is true even if we can't

document improved performance.

Better methods are needed to assess the Valme of cogntive style
‘Information for students.

Stress should be pla:ed on providing educational options for -
a variety of style differences.

It may be important to team faculty(ortObuild faculties) with
different styles.

It is important to remember that cognitive style 1is only one
dimension of individual differences.

Summarized by Kay Martens
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- Chapter VIII

SUMMARY AND SUGGESTIONS FOR FURTHER WOBK -

: This chapter contains a condenéed version of a paper prepared for
‘Summary Activity participants by Karen Nelson.* In this volume it provides

summarization of the reports and excellent suggestions for further work.

*The Editor apologizes to the author for the necessity to condense. Copies
of the complete report are available through the Center.
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Cognitive Style Implementation:
Project Priority, 1975-1976
Karen H. Nelson

University of @alifornia
in Irvine

The comments which follow address six questions asked by
participants in Project Priority. In lieu of responding to specific
attempts to implement cognitive style notions in collegé‘settings, I've
 ﬁchosen to provide general comments which may fac111tate further
implementation. As used below, cognltlve style refers to McKenney s
- information-processing model of cognitive style (systematlc-lntult;ve

 and receptive-preceptive.dimensions), Witkin{s model of field‘
"dependence-independence and Kagan's model of reflection-impuléivity.

Is Cognltlve Style a Determinant in the Type of Materlals
Students Select in a Learning Laboratory?

The greatest difficulty entailed in investigating this queétion
is.ensuring that students see options as viable choices. Most students
believe in a perfect type of learning. as fifmly as they believe in .:
~"right" answers and perfect teaching. Little or‘nothing in their |
 experience suggests that there are alternative learning péths which
~lead to the same goal, at least not legitimate alternatives. Thus,
one can expect students to be skeptical of any setting in which they:
~are asked to make choices. .

The field depéndent, intuitive, or impulsive student is additionally
vdisadvantaged. Since cognitive styie'iS‘a"pervasive, often unconscious
~individual differernce in ihformation-proceésing,'how can any student
‘vkﬁpw'how to select effective learning methods? The three styles

.noted above are theotetically value-free but empirically devalued in

-
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fw'many educational contekts:_the student with anY of th_ese styles
‘may not have'available model of effective learnipg while her/his
‘counterpart in style does. If twenty-fiVe y._.s of research has
not provided an operational definition Qf fie1d dePendent learning
-processes, how can we expect students to readily-provide one? One
can hypothesize that fieid dependents and intuitivés learn better
from people (either the instructor or ngUpS) but do they know
‘that or take advantage of opportunities to do it? Ron Hileman and
‘Morgan Desmond's studies provide tentative sUprrt for theSe‘hYPOCheSES-
 Ron Hileman's data, for example, relates fie14 dependence and inde-
"pendeﬁce‘to preferences for learning through peopl® (instrucfor or
~student tutors) or other sources (text, Progfammed text or film strip).
Ron Hilemqp’s study also suggests that field dependents are
lésé sure of how to make and use choices- 4 curso¥yY comparison of
i whét students said they preferred with what they did in using alter-
natives indicated that 70%‘6f the field independents did what they
said they would while, at best, 57% of the fie1d dePéndents did.
Morgan Desmond' s ana1y51s contains addltlonal information.
| Flrst fleld»dependent and intuitive styles are different. Morgan
Desmond confirmed an hypothesis for systematic intuitive differences,
but obtained only slight differences betweep field dependents and
. 1ndependents Second, learning style 1nteract Wlth Strength of style |
1‘Wh11e systematlcs use the text more often than otheT Options, consul-
, tat1ons less, hlghly systematic students do not. Since examination of
'scores on a single instrument for the McKenney model confounds style
~with test-taking speed and other correlat®s og ,zpilities,” students

" doing wel”. on the systematic task may be able to learn with fewer
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readings of the text or may learn more readily in any context.
 ‘Distinctiveness of style, even ﬁhen controlled for ‘hbilitiés}'
relates to earlier and mofe confident decision-making concerning
~major and vocation; these decision-making differencés‘may extend
'to learning alternatives as well.- Thus, strength‘of styie or
;_interactibn betweenvstyle énd ability may relate to different uses
of learning alternatives.
The question of learning options also concerns additional dataf'-
 that should;be collectéd beyond style,data and choices made. Recommen-
dations include: o L |
‘a) attempt to make clear the purpose of learning options in the
fifst place; don't assume their purposés are'self;évident; |
b) ask‘students‘to evaluate options before during, and after
they explore them; examine style relative to these evaluations :
for indi&iduals. | NG |
cj if an established learning laboratory or method of providing
alternatives is not being used, students may do poorly using
methods they expect will fail or—may nbt investigaté
unconventional alternatives at all. Such attitudes may éffect
performance and analysis ~of alternatives. |
Does a Program for Students in Cognitive Style Information Improve
Learning Performance?
This question includes discussion of three issu€s: testing
Conditions, style amalysis and performance measures. While these
‘issues relate to other implementation questions, they are especially

‘eritical to this question. Earlier, I suggested that learning choices
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'dimply'that students must assume responsibility for effective'learning}
Administration of coénitive style instruments must take place‘under‘
circumstances_in which assuming responsibility fdr learning offers

- potential, and hopefully real, rewards.

' When payoffs are clarified, both students and teacxers beneflt..-
Teachers benefit most when students become actlvely 1nvolved in the
learning process. Actlve involvement can be fostered in several'pbf-

ways: |

| 1. Assessment of course-related expectations, preferences
and biases can help instructors. identify 1nd1v1dual dlfferences ff
. in students that may not relate to speclflc style models, yet
can assist in developlng teaching strategles, ﬁearnlng optlons,
and goal- settlng

2. Assessment can be related to predlctlon (how easy or hard

how much you'll like or d1sllke a task) after readlng in-
structions and dqlng sample items, and evaluation of the same
scales after performing‘the‘tasklwwlf nothlng else, the
student and the - teacher obtain information about ablllty to
accurately predict performance. | v

3. By promising students feedback about their own‘styles and

the opportunity to give the instructor feedback‘(in the form
-0of several course evaluations, for example), a‘feedback 1¢6§'
1is established._ What the student thinks (as well as how ‘he-
thinks) is valid and valuable; it can, in turn improve h1s

v chances of learning more, performlng better |

In add1t10n to prov1d1ng the student the opportunitf to'be'
actlvely 1nvolved in learning, in each of these cases the lnstructor

Obtalns 1nformat10n that may be helpful to hlm or her even 1fuat

122




119 -

particular cognitive style does-not influenoeistudents' performance
.51n a course. Again, ~both student and'teacher‘benefit from the
.éassessment procedure itself. | |
Style analysis 1nvolves two crltlca] notlons, style/strategy
;tdlstrnctlons and neutral styles. The dlstlnctlon between style
;;and strategy is. espec1ally 1mportant given earlier comments ahmm
:Tstudents perceptlons of viable choices and the absence of models
;dfor students with fleld dependent 1ntu1t1ve 1mpulsive, -and,
.hperhaps, perceptive styles. ‘While styles are unconscious hablts.'
istrategies &re learned technlques. ‘For example, an imdividual with
‘fa‘systematic stylefis‘naturally inclined to make lists, outlines,,etc.
fAnhintuitiVe individual may haye learned to make lists after spending
€$80 at ‘the supermarket w1thout getting mllk bread eggs, etc.  Both
fw1ll report uslng shopplng llStS one according to style,' the other
:accordlng to strategy “ | | |

| In addition to d1st1ngu1sh1ng style from strategy, thlS example
flllustrates a further problem in style assessment An 1nventory or
?questlonnalre may elicit strategy, espec1ally among 1nd1v1duals whose
lstyle has posed problems and failureS‘in the;past' In general field
1ndependent systematlc, reflectlve, and receptlve styles are favored
-1n publlc schools (college may favor the perceptlve mode as a ‘means
Qofocoplng with overload). Students w1th the alternate styles may
freport 'desirable’ strategles or they may never have been offered
7strateg1es appropriate for their styles.
| One way of deallng w1th style/strategy differences is to ask
ﬂstudents about them.‘ Peter Idleman has developed an inventory for
LMpKenney s model; Joe Taylor‘uses‘a shorter, more,course-related
glnventory.: As in predictiOn'andueyaluation of.taskshduring stylef
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?Tassessment here aga1n one slows down the assessment process w1thout
iwchanglng ‘the instrument. One option is to ask students to complete
tdan inventory twice, once reporting 'desired' behavior (how I.would
;dlike to‘be), once reporting ‘actual'’ benauior (now I behave most of
the time). Another option is to prepare an answer sheet ﬁith Sonint

v_scales. After students have made forced - choices, ask them to scale

-each response as follows:

Never Always
I concentrate on my method 1 2 3 4 5
I concentrate on the overall problem 1 2 3 4 5

- Comments:

jInstruct‘students that when a choice is difficult-or there is little
‘discrepancy in ratings, they should exp1a1n when they do each, wh1ch
done has led to fa11ure or problems more often which they remember
rlearnlng or belng taught, etc. Whlle assessment takes more t1me - the
illkellhood of separatlng style from strategy is greater.

The style/strategy distinction applies to many siituations other
‘than analysis of inVentory data. The student who br1ngs systematlc
:strategles to dlscu351on groups may dec1de he learns better by read1ng I
-the text ~another example of ways in which students reduce 1earn1ng |
options. Teaching strategies, counseling students about the 1mp11catlons$
vof style mod1fy1ng style or developlng coping strategles = all depend
,on a better uncerstandlng of strategies.

| Neutral style is a second major problem‘area in style amﬂyguL
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:iByldefinition an individual is nentral in style if his assessment”'
%;places him at neither end of a style d1mens1on (usually def1ned by
?l+ 1 standard dev1at10n from the mean) H1stor1cally, neutral style
f:has not been 1nvest1gated in favor of better understandlng the
1‘extreﬁes of each dlmens1on. More recently, research on the McKenney
;ymodel has examlned the correlates of not having a distinctiye style.
ffThis d1scuss1on focuses on the McKenney model but .hopefully offers
i;éenerally useful notlons.

Slnce the NcKenney model is twe- d1mens1onal one's information-
Efprocesslng styl is descrlbed as a four- 31ded cognitive operatlng
sﬁace.j In additlon to d1st1nct1ve styles on both d1mens1ons style
T»can take the follOW1ng forms
| ":a) preceDtlve or receptlve style, neutral on the strategy
a1mens1on, | ‘
b) systematic‘or intuitive style, neutral on the data dlmenslon,
c) data dominance = when both preceptlve and: receptlve ranks
h;exoeed both intuitive and systematic ranks; '
/;d) strategy dominance - when both systematietand intuitive ranks
exceed both receptive and preceptive ranks; | |
&) neutral style - when all four modes are within one rank of
each other (depicted as a centered, sqnare operating‘space)
Conceptually, neutrallty can be seen as a d1sadvantage (in not

hav1ng a dlstlnctlve style) or as SW1tch1ng,' belng able to' allow

the task to determine which mode is used. The ablllty to "switch" .-

obv10usly has merit and we are often asked if the neutral or 'balanced"

-style isn't 1'he most desirable. Whlle the answer to that questlon is

not,yet‘clear, the follOW1ng are correlates of neutral style:
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1) fhe size ofvfhe operating space of neutrals is'smaller,jonr
the average, than that of distinctive styles, suggesting a
tradeoff in whichcﬁpth is sacrificed.for flexibility;
2) significantly more freshmen than seniors have neutral styles;
3) distinctive styles relate to earlier and more confident choices
in major and vocation;
4) seniors with neutral styles are uncertain about career choices, -
but have less often changed their choices since freshman year.
5) after completing a written task, students with neutral style
more often feel the task failed to assess their skills.
These flndlngs pertain to those individuals whose style is neutral‘
on both d1mens1ons. | ‘
Often, as many as 40% of students tested have neutral styles.
‘<Slnce distinctive style relates to both age and career choice, we
don’t know how the interactions operate- Do. we become more rlgld with
age or will older students who've not channeled their energies compare
*with undecided freshmen? Careful analyses of further correlates of
neutral style are needed for all style dimensions. 1In our data,
fsystematic and intuitive students sometimes resemble one another, while -
fneutral students differ. Examining neutral style in its own rlght is
‘an important component of style analyses
| Perforran ce is a desirable outcome measure in cognltlve style
implementatlon. There are, however, several aspects of performance
‘that can be examined. First, any performance must be motlvated;
Second assessing styre and telling students about style may motlvate
?tHem to think about performance - Third, performance must be measurable;v;x
;Careful examination of performance definlflons is another means of

fbenefltlng both student and teacher in cognltlve style 1mp1ementatlon
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j"‘v"".Is there an Inverse Relatlonshlp Between Mlsmatchlng of Cognltlve
¥ Style and Performance in Occupatlonal Curr1cula9

Here, I wish to focus on three issues two providing data

" relating the McKenney model to voeational choices and personallty

characteristics, the third a concern. I'll begln with my concern.

Much is known about vocational correlates of field 1ndependence
i:and dependence less about McKenney s d1mens10ns and Kagan s reflectlve-y
fwness-lmpuls1veness. My concern is that correlates not be seen as
ALedlcts - there are field dependent blOlOngtS,blntUIthe englneers,
and 1mpuls1ve mathemat1c1ans In fact, much orlglnallty is contr1buted
| by unconventional members of any vocation. | | -

Vocatlonal data is avallable for four -year college students but‘
_‘llttle for two -year students. For the McKenney model, some general
l(and ‘Previously unpubllshed) data may be helpful Naturalisciences
Qattract systematic and receptlve students Humanlties 1ntu1t1ve and
;fpreceptlve students; Social Sclences 1nclude a greater mix of styles,
more students with neutral styles and more data domlnant styles.
“Natural science majors more often have strategy-dominant styles.
iSenlors in Natural Science and Humanities are more homogeneous than
freshmen (more nat. sci. majors are systemat1c, recept1ve, mgre‘
hum majors are non-intuitive pe.rceptive- .~ These data provide ‘some
‘suggestions'about majors; data on vocational choices are available
on‘request. | | -

In examing teacher/student‘interactions a w1de range of styles
:and other criteria may be lmportant A few personallty correlates of
.styles in the McKenney model may be relevant to teacher selectlon and

Ievaluatlon Since datafhas not been avallable when I've been asked

127




'abcut personallty correlates before, I'm presentlng what little
| “we have found
| The Brlggs Myers Type ‘Indicator includes four personallty
dimensions: | :
‘introversion-extraversion
sensing-intuition
thinking-feeling
‘perceiving-judging
Peter Keen found thatvonly the thinking-feeling dimension‘
| relates significantly to cognitive style. Systematics'tendhto bev
- thinking types, intuitives tend to be;feeling types. 'More intuitive
have feeling: 1ntu1tlon type than feeling sens1ng type more - systematlcs:
have thlnklng intuition type. Intultlve style is not slgnlflcantly .
‘related to intuitive _yg_ There is a sllght r=ndency for 1ntu1t1ves
‘to be extraverts and to be feellng perce1v1ng types, but systematlcs
do -not- have the~oppos1te trends in introversion and Judglng |
In the Value Added PrOJect I compared style w1th factors which
emerged in analyses of two chmmtuxunres. ‘ Preceptlve style relates
~to hlgh factor scores on Achlevement Motivatlon receptlve and
: systematlc sty.es each relate to Tolerance and Flex1bllity,, nd
1ntu1t1ve stylesrelate to the Confused Unsettled Indeclslon factor.'gf

These personallty correlates llke those w1th maJor and vocatlonal

.ch01ces - are s1mply tendenc1es for two characterlstlcs to Fgo

| to ether"‘ We have no 1dea what underl in casual factors contrlbutej“ﬁ
8 ying.

}T to them, although they make sense.‘ Personallty undoubtedly affects
i; s*"dent/teacher 1nteraction and personallty correlates of style may o

add to student responses when style mlsmatches occur.
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~Is There a Relationship Between Students’ Cognitive FStyvles and Their
Perfonnance on Written Ass:.grments" S
| Since cognitive style is a pervasive md:.v1dua1 dlfference it ought to be
fi,n)easurable in different task situations.. Written assignments take a wide range
. of forms, prmnde a longer time sample in wlu.ch to examine style, and are subJect
,bl‘to ambiguous (or at least highly variable) gradmg criteria. Style should affect
f{'ﬁot only commmication in written assigmments, but also the kind of writing
zy_bfstudents prefer.  In the absence of extensive research on written assigmxénts I
am again using recent research on the McKenney model to 111ustrate issues in such
analyses. Discussions address written assignments w_hlch can relate to style |
| diffe.renées, coding and analyses of written assignments, and obtained relationships -
between style and written assigmments.
) He.rb Zagarow and Dave Kingsley are currently ccmpletmg studles of written
;.‘-a351grments of commmity college students*. Herb Zagarow asked students in one
"condltlon to write "off the top of your head;" the second condltlon required
.outllm.ng, then writing. One problem he encountered was controlllng what students
'do when given these assigments (e.g. intuitives who write the essay first, then
“czutli‘.ne‘it). In an effort to obtain more information about writing, I revised
‘a Logic and Rhetoric of Exposition Test in which one must:
a) choose ‘one of five essays to write,
" b) explain vhy that essay was chosen, and
c) explain vhether it succeeded or failed to top one's skills, and why? |
These data alone have correlates to style as measured by standard instruments.

*The two reports presented‘.in this volume were not available at the Summary Activity. :
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Cogm.tlve Style Codes for Logic and Rhetoric

ll ' clear method or plan |

12def1nes constra:lnts of the problem N S
13 considers alternative. thoroughly

14 step-by—step analysis

I.nt:ultlve

15 ’ consn.ders and discards alternatives quickly
16 oriented to overall problem

17 redefit*.es problem in process

':?,, 18 ~defends solution in terms of problem

19 juﬁps f'ror.none step‘-to aruotherand back

20 relies on hunches, unverballzed cues

f‘Receptive-‘ L | | IR L T
",21 suspends Judgnent av01ds preconceptlons " ‘
22 attentlve to detaJ.l and exact attrlbutes of data

:123 ms:.sts on complete examination of the data set before makmg conclusmns

‘;Preceptlve ’ _
:;24 looks for cues in the data set
_.';25 focus is on relatlonshlps |

-"26 Junpmg through data set, bm.ldmg a set of explanatory precepts .

;*Joe Taylor s work adds two more opet:atlonal definltlons of the systanatlc mde L
;(Whlch 1eads 6 codes for each strategy style) Relles on clear informatlon or | 8 .

E’imphes a good plan J.eads to a good solutlon
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”Can Prediction of Cognitive Stylelbe‘Useful in Cognitive Style
«lmplementation? |

Thls questlon relates to work by Joe Taylor ,who attempted to

pred1ct h1s students' cognltlve styles, then assessed the1r styles.

E7¢However I'm also taklng advantage of the. opportunlty to speak to‘i

“ﬂ.other uses of pred1ctlon. Three such functlons are:
‘1) to. see 1f you can accurately estimate your own style,_._

2) to see if you .can accurately assess others styles

3) to work toward clearer dlfferentlatlon of style from strategy,

Joe Taylor supplemented his own pred1ctlons w1th an 1nteract1ve

jplan for strategy development during- the- course. He shared h;skown.f&
1hdstyle style concepts and students style data w1th them ’then |
a":SOllClted their help 1n developlng strategles ‘to help them themselves‘
huhand each other.‘ The ent1re class was 1nvolved 1n the teachlng/learnlng;
'hfprocess throughout the quarter - |
Anecdotal 1nformatlon from yourself and others such as is
*porov1ded‘1n the Joe Taylor report“1s~especlally~helpfulw1ncobtaining;

AIfconfldence in style d1fferences and thelr 1mpllcat10ns. C1f the‘”

:}fstyle/strategy d1st1nctlon is llkely to affect you or your students
h*conslder the follow1ng as ways of . developlng your anecdotes

Do you do thlngs for students that you wouldn't need done

for yourself but feel some students need? 'What are examples?f:]h

Looklng back’ over your profess1onal career, th1nk about an

instance when you were hlghly successfuly, your “performance"'“
represented you real ‘bompetence" in a sat1sfy1ng way9 What

: made it llve up to your expectatlons of y0urself9i What 1ntel-‘u

f»lectual SklllS are you proud of7

e ._“1.13;1’
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.On‘the‘other hand‘ what event'represents“incredible frustration,
you had somethlng to say, but the message Just couldn' t get
through? When do people seem dense to your pearls of w1sdom

., yet seem un1mpress1ve or obstructlve to you7 i
These questions relate to predlctlon in that the1r answers help

&;you operatlonallze 1nformatlon -processing d1fferences that should

Ei}n turn,.help you predlct your own and others‘lstyles. They help

‘sort your natural style from your more superficial, acqulred_strategies,jf

Is Cognitive Style Related to Career Decision- Making?

Career correlates of style have‘often been’investigated;
:?Tabie 4 presents'such correlates of the'McKenney model? simiiar data
Tion field dependence 1ndependence is available in many of Witkin's H
fuartlcles.. However my focus in this d1scuss1on is. fhe dec1s1on-mak1ng’f;ﬁ
{”process. “In their recent report Wllson Ros1ca and Rlchardson con—r ‘

1c1ude w1th three questlons whlch merlt further 1nvest1gat10n.

The f1rst questlon concerns style -related d1fferences in methods'37f7
:lof explorlng careers. ‘In 1mp1ement1ng cogn:tlve style in career

ﬂselectlon “one component should be student evaluatlons of alternatlve’ifff

gmeans of explorlng careers. ThlS serves two functlons.‘ Flrst it

fprov1des alternatlves for 1nd1v1dua1s at d1fferent stages in the

?slmpllclty complex1ty sequence.‘ Second 1t prov1des an opportunlty

'”o‘better understand style as it is manlfested 1n vocatlonal d9c1s1on-gf
maklng One asks not only what dlfferent careers are chosen by
1nd1v1dua1s w1th d1fferent styles but also what dlfferences ex1st in.

,;'_,,‘how careers are chosen.
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5:f'1‘ab:18 4. Cognltlve Sty}.e and Career Decision—Mald.ngﬁ

A Sh:cng Vocational Interest Blark (Keen, 1973)
 Systematic: - Intuitive:
Production
- Persornel Director
. Public Adxmm.strator |
. Purchasing Agent _ v |
‘Salves Manager - - . Life Insurance Salesmn
puthor/Jowrnalist

 Librarian
B 'Péyclbldgist‘
:‘M.ISJ.C PerfomEr ‘
Social Sc1ence Teacher
‘CPA Owner

'B. Value Added Pro_]ect Questlormalre*

bforeoften P B . EE ' Neutralor

Teach:mg (Sllgh;:—‘ . Medicine (slight)  Applied Science -
‘ ~ trend ST ‘ -

‘ Business L _ Law = » Paraprofe'ssional »
- Politics o - Government ‘.
- Research"_ o Arts
Architectwre = -

Psychbl‘ogy‘ |

More often o . Bessgt: Rhive: ‘.Ba]'fan“‘:s‘i:‘ o
7 Architecture ~Research  Applied Science
B T T - . Politics . Government
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~ While career dec1s1on—mak1ng may be fac111tated by reading about careers,
-‘.by values clarlflcatlon by test results, and by a variety of other means a -
; j:second major questlon concerns role models. ThJ.s questlon is especlally 1mportant
?lfor field dependent, 1nu11t1ve, impulsive and neutral styles. For md.urlduals '
w1th each of these styles, role models provide the legitimacy critical to ma.mtaln—
mg value freedom Aga:Ln a dual plurpose is served: real people 1llustrate alter- ‘
‘f native careers while interpersonal contact is provided for individuals whose
- styles may favor learning through people. _
Wh:l.le many kinds of cognitive style implementation can secure useful
lnformatlon, the greatest long-range efficiency comes from students learm_ng
- about their styles, then having the opportunities to explore the consequences of
“;:style In these cases, evaluation must be deslgned to monitor the total ezperlence -
‘_ the content and the process - mclud.mg the dJ._fflcultleS and dlscmragenents that -
:may be mvolved While promising success, happules ,and ready solutlons mlght lead
~more people to Jnvest in c.ogmtlve style, -one purpose of cognitive style 1mp1anen
:_tatlon is to be more honest with studen«_s and to allow them to be better mformed “
about themselves and the learnmg and workmg enviromments in which they 11ve
f}The more mformatlon we can acqu:Lre about the consequences of style mformatlon for
‘learning, problem solvmg and dec1s1on-mak.mg settlngs the more qu.lckly we can
"help students acqu.rce more control over theJ_r experlences ' ' |
‘, The six questlons addressed in these comments remain unanswered Oognltlve
style 1mplementatlon has entered a new phase in addressing the needs of student
'teache.rs and counselors 'I’heory is being d:l.‘rectly applled to pract:Lcal problems,
‘rather tha.n being closeted in research laboratorles While such d.l.rect 1mplemen- :“
.tatlon is frustratmg in that the J.nadequac1es of ._heory are mde visi ble it also
;allows practltloners to make danands that theory meet their needs The purpose |
of thJ.s paper has been to 1dent1fy some of the 1ssues J.nvolved in mplenentatlon _ |

13 4 |
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and to congratulate those who have taken major steps forward in cognltlve style
'-:1mp1ementatlon Hope.fully, next year I can address further questions and review
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